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ABSTRACT , : o

This paper presents two propositions: (1) that
extensive knowledge of subject matter is a necessary but not
.sufficient condition for effective teaching; and (2) that teacher
education i a legitimate professional preparation which should be
improved rather than circumvented. Six rationales for the validity of
the above propositions, based on theory, logic, research, expert
opinion, experiénce, and common sense, are detailed. In addition some
historical perspective is provided regarding the use of teachers with
and without professional education. (CB)
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Preface

This paper is ba;ed on two propositionsa: thatJexteésive
v ' .
. - knowledge ol subject matter is a}ngcessary but not sdfficientl
. condit;on for gffective teaching; and that teachef education is a
legitimate professional preparation which should be improved Féther
than circumvented. . The paper analyzes six types of answeré to how I
know these propositions to be true: theory, logic, .research, eiéert
opinion, exﬁérience, and "common- sense. Prior tp-these six

rationales, some historical perspective is provided“iegarding the

‘ use of teéchers with and without professional education. 7 -
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Summary
Proponents of using liberal studies graduates as teachers,

as well as those who wodld permit only teacher education graduates -
_ , ,

tolbe hired.as bégigning teachers, must both deal with khe question,
"How do vyou know.your approach wou%d,improve the quality of
teaching?" This paper has grouped thelanswers to this question iﬁto
" . gixwcategories: theory, logic, reéearch, expert opinion,-experfence
and common sens;.
Preceding these analyses is a section which seeks to‘nlace
. the iseuelofrusing unpreparéd graduates into historical

2

perspective. Reforms advocated for elementary and secondary

education have always been a major determinant of teacher education

<
-

programs. Since its inception,lteacher education has emphasized a
5

~curriculum based primarily on academic disciplines. Since 1893

there has been a regular‘cyélical pattern characterized by a call

for universal excellence in one pe:iodiaud_g diversity of goals f ¢
v .
. N\

various constituencies in anaother. The great universities, rather

than fighting the normal schéols, developed the research and theory

0

which made teachet education a legitimate academic enterprise. 1In

e

thenpasﬁ century, the,lfberal arts have been transfbrmed into widely,

divergent programs of liberal studies. Today, requirements for

“ w

liberxal/general education in most pnivetaities reflect the expansion
of kn%wledge and faculty preferences mote than they mirror a small

core of eternal verities. The proposal to use liberal studies
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graduates as teachers has been a constant theme in American ,'
education and most popular in periods when derrands for excellence
are dominant. The next cycle for increasing access, serving

multiple constituencies aqd vocational preparation is already taking

shape.

r

Theory ' ~

'

In their professional laboratory experiences, teacher

education ‘programs approach preservice students-as learners.

A

Supervisors of these experiences, to some degree, implement the %V .-

I

<inciples of learniqg with these future teachers. In a similar _-l
fasWﬁon, theeFetid explanations of bghavior drawn from'sociology and
o;ganizational science also affect preservice students aé they
participate in di;ect experienées. Teacher education faculty,-to
some degree, make students awére of Bow these theories can explain
¥orces which affect their role and work as teachers.

” Flacing untrained colleg; graduates into teaéhinér
positions--graduates who have never been treated as learngrs in

professional laboratory experiences--assumes that it is not

v

ﬁecessary.for beginning teachefs to also function in the roles of
learners, subject to the"principleh of learning. Or, it may simply
. assume that there is no£hing to learn about the process of
teachiﬁg. similarly, the practicé of using untrained college
graduates ag teachers assumes that theoretic knowledge fnr

understanding the community's impact on the school, or the school's

-ﬂﬁ
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impact on teacher groups, or the teacher group's impact on the
neophyte, is either unimportant knowledge or completely amenable to

self-~discovery.

Logic -
. . P

The recurrence of the propésal that a liberal studies
degrde is sufficient pruparation for claesmoom teachers may be
exylained, in part, by the tendengv of Leaders to reason

egocentrirally. Reasoning from their own experlence may also
o : ) ;

explain the advotacy that college teaching could serve as a model

foz'teachlng‘in lower schools. _ | .,
AR \
A degree prpgram limited to four years restricts

nppurtunitteb for additional courses and .is a basxc cauge of
controversy hetween liberal and profe531onal ezhcators.

-Thete appears to be little logic in the most common

L )
arguments for using liberal studies graduates. Need for classroom

teachers is still the mos. important determlnant of usging unprepared v

.
a

graduates.

Research

3
+ .
.

There is some eVidence that provisiodhlly certified

,teachejg who have had varying amounts of education courses and up to

four years of teachihg experience score as high or higher than some
reqularly prepared teachers on some tests of school curriculum
content, academic subject matter and pxofessional knowledge. The

label "libeval arts® graduates as applied-to provisionally certified

teachers is misleading since it may lead to the assumption that




be self-gelected liberal studies graduates who have already passed a

forms of teacher education cited above (i.s., courses, experience;“'

not on achievement scores.
o

perr

-5

these are individuals who have had no Fducation courses, no teaching

experience, or'no.guvérvisory help. In truth, these populations may
) '

5

11

National Teachers Examination and who have experiersied all three

and supervision). - o ' o
There is much evidence to suppdrt the contention that

reqgularly certified teachers perform at a higher level than those A .

with piovisional certification. This evidendé is usually based on

the ratings of principals, colleagues, the public and students, and

J -

[y Il

The basic research argunent in sﬁpport of teachlng ha
successfully demonst?ated two things: uit has established that there
are behavioral skills of teaching whiéh relate to pupil achievements .
and it has been dehonstratedvthat teacpét"education programs can |
teack these effectiveness behaviors to future teachers.

The follow-up literature, which has siudied‘practicing-
teachers' perceptions of their teacher education programs, indicates’
a continuing demand £6r more prhctical teaching skills.,

L4
Expert Opinion ‘ '

Future teachers need more than learning "about®
psychological principles of learning or other content areas which o
' =
have come to be accepted &8s fundamental to pedagogy. The role of

college student,'whethér in liberal studies or profesasional

I R T, A P S AP (r gur s —‘“é‘“
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programs, requirex students to conséiously reflect upon the process

of learning as they go through it. It is this awareness of knpowing

& the basis Bf their guiding the

a

how they have Learned which i

o

1e§rning of others.

T — e

Many of those experts.ﬁposé scholarship now forms the basis

, for pedagogic study have come to racognize the great teaching

>

B . ; . . ,
% potential of yraduates with strong subject matter expertise--

» + particularly in the feachny of highex cognit}ve skills to all pupils '

and “in the teaching of thé giftéd. .. . ' e

-d

The trend to increased evaluation of liberal studies

progyrams has led to greater objectivity in the way many college

programg now state their goals and objéctives for students. What‘ '
seems to be revealed by this trend is that many liberal studies

: ) . \‘~ [ )
oojectives are almost the same as professional’gtudies objectives~-

with different nomenclature. It may well be the case that many

liberal studies students are now inadvertently preparing for teachet

competency exams by stﬁdying pedagogic skills and knowledge under

different labels.
Experience
o A ‘conceptual distinction exists between fifth year

university ptoqramé for preparing liberal arts graduates as teachers

and, recent initiatives wpereby States appoint unprepared teachers on

_the basis of examination or’ upon recommendation of a distric..

!

While the practice of appointing graduates without teacher education

T I P TS




whereas these practices went uspublicized in 'the 1960's, they are

) A N~
. -7- + .

has a 1ong and widespread history, maﬁy urban school districts have

made this a_commonfpractice over the last twenty-five years. ’ -

> ”

now revealed openly as exampjes of upgrading the quality of teaching ~

and schools. = -, o : v\//

) Experience with interns in fifth year programs and-with

0. “

untrained graduates, voaffiliated with any university programs,

: °

indicates’ that the moat promising liberal arts graduates (i.e., -

strong-gsensitives) do not stay in teaching. 1Indeed, in some large

‘uzban d/stricts, five out of six of all beginnérs have not survived -~ .

-

the firsﬁ year. Those who remain in téaching'thrcugh the firgt year

7

and beyond tend to be the strong<insensitives. .

-, N

Kecognizing ‘the importance of higher salaries for present

¢ - .

teachevs and as a means for attracting more able beginners, there N
“ N 1

are also othet” condittons in"the schools which must be changed - .
1 ; ' ‘

before those with\the greatest potential will remain. These

“

- conditiéna involve all those factors in the school which teachers o

perceive as influencing the teaching~learning process in their

iy

classrooms, °

Common Sense

PRt

Increasing numbers of children/youth have handicapping

3

conditions. There is no rational connection betwecen being a

successful liberal studies graduate and lgarning how to meet the

' needs of these special constituencies.

©
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School bﬁreaucraciqupave a way of transforming qomhon

sense ”solutionéil(e.g,;'1ncreaéed.salaries, diffe?en;iated«sqaff

“
> r o«

assignments, more tim;\kqi\plqnhihg, etc.) int6 unintended effects.

Y .

. | L . /..

. ' bureaucracies. . / ) . o

Careful planning must go‘ into working changes through th%ischool

. [}
/
7/

; ./
Common sense.teaching behaviors of well-intentioped but
’ N\

unprepared college graduaées are very likely Eo‘interfere with

) » effective classroom discipline and pupil learning. ’
. ' Crit\i,.c_p? of teacher education are accurately pointing to the

T 3

need:for aignific&nt-improbéhénts“in‘teacher education and not o

~

- actually calling.for its demise. Teacher educators should use “the

s ' i 2]
current cycle of educatidnal reform as a basis for joinirg with

(<]
3

reasonable critics to improve both the conditions under which °

t

classroom tedchers‘wotk and the academic foundatipns of teacher

aducatic ..

r

LY
—
”s
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i - -~

The fact ‘that particular criticrsms may be old, continuzng,

v
LY

. , 1
TTwor unlmaginative, doed not prevent them from also belng correct, or

N,

4 ;partially'co;rect. )@he contentions thas teachers havedinsufficient

knowledge .. the spbjects they teach, or that everything a

\ .

o o - . ) : .
‘knowledgeable college .graduate needs to' learn about teaching methods

tan be learned on the job, are certainly well-agediaSSertions, Some

\ v

attribute the persistence of’ these ideas to intrinsrc validxty,
others to the factlthat serious miacoﬁEEpG&ons are frequ/ntiy passed
on from one generation to the next. L,

The hiatory of teacher education ie/ﬁperica, gn a very real

) L3

_ sense, ¢an be wiewed as qne continuing effort to provide teaqhers

<

with increasing’éﬁ&ﬁgga of subject matter in academiﬂ.diaciplines as
well as with more. pedagogy. The contention‘that pedégogic study -
. A . ‘ .

somehow drqve out 1ibera1/geheral studies is not supported by

?

historical fact. The first normal school opened by Si?ue; Hall in

woncord, Vefmontfin.1823 waa.a,threeryear-prograﬁ: the first two -
) ’ . ' . v ‘ "
years weré devoted to elementary and advanced studies of subjects

. q .
such as mathematics. - It was only in the third year that - *

sehoolteaching was taughta The second ‘and third normal schbols;in :

Lancaster and lexington, Massachuysetts werc scarcely more than

& o

primitive high schools for girls of sixteen and boys of seventeen.

v

It was a curriculum which emphasized content such‘aﬁ‘mathematics,

surveyiﬁg, physioiegy, the Constitutior, hiatory,‘Christian piety,

and morality, Only toward the end of the program was there some

11

<
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pedagogy, a chance‘to observe in"the®model school and a

demonstration of the student's ability to, emulate the master's

demonstratan“lesson. Prior-to the Civil War there were 11 normal
schools-in thegunited States.. In addition, several municxpelities

[4
started thexr own normal schoola. _Boston, New York, Trenton,

.

-Phlladelphia, Baltimore, and St. Louis. While the programs were
" allvertised as up to two years in length, t?e majorxty of students
attende for only a few months’. If waa, for many, an advanced’

elementar schqol ard its graduates' returned to teach on that

@

level. qut'ofﬂthe prdgram was~devotedvto the study of elementaryrw
subjects with-qlnost no pedagoyy. There»were,th the time, less

o

- than a half dovenﬂtreatises on teaching and most normal school

f c

students wexe fortunate to ever'see even one of them. Tha schoela

.,‘_ , .

.. were ' ~ » AR . - .

N ‘. , T - 7~ - T
" the' epicenter of hostilxty ... the most

Y : ’ ferocious adversaries, oddly enough, were the

‘ schoolmasters themselves Whﬁ regarded- the demand
, . for professiondl training not only as ‘so much

’ piffle, but a slur on their competence and hence

A on their dxgnity. (Meyer, 1957, p. 206) St

- . e

‘Wwhat was known about pedagogy. at the time_seemed ‘to make little
. e L T, e S
difference on the schools which continued 4o emphqgize memory “and

\ . o > .y

o

', Tote trainings - ' RN .

1

After the Civil War the influence of Péestalozzi was felt on

. a
t . 3

the aéhools and on theftraining'of schoolmasters. The Osuegd,.N.Y}
e !
schools and the N E A. gave Peatalozzi 8 object teaching me thod its -

official en&oreement. This method stressed the'qbservance of ,

t

. : . ”

,concrete things and the ability of the pupil to communicate his

. ) o
N ' 1 L M o
. . v 2 . - “ .
N &
.
.
.

! “
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observations. It upgraded the teaching of the 3 R's, gecgraphy,

drawing, elementary sclence and even music. By the 1890's, however,
the new influence was that of Herbart, who invented "the 1eséon" ag
it is still practiced in most achools. In the remainder of the
century -the influences oE Froebel qu Spencer were alsq felt in the
scﬁools_and in teacher education.

In ‘all cases it wa# obvious, c;gar,,andzrgdundant that the
19th Century programé of teacher‘trainin;awere devoted'primarily to
urgrading the academic knowlédge of teacher s; whatgver pedagogy was
offered was merely a means of highlightiAg,_connecting, or teaéhing

svbject matter to the would-be teachers themgelves. The teachers

were then expected to repeat the very same lessons, using the very

same methods, with their pupils..-The issue was not liberal arts

- 4

subject=mat€er versus pedagogy, but how to offer sufficient sbbject

L]

matter to the undereducated individuals preparing to teach.

The double function of the normal school--its review of

»

basic auqucta and its introduction to pedagogy--persisted into this

century. But the demands for more subject matter transformed two

1

* year prpgréms into three and eventually into four year teachers

o

' colleges and state universities. °

9

The educational mission of éhe normal schools and the
teachers colleges was not simbly to preparé teachers: it was éo
prov1de "advanced~ educational opportunities for poor people, those
living in rural - areas, individuals who could not afford to actend

N

universities and many who were not admissible to uniwve:sities. The

3

13
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criticisn over the past centuiy that these institutions should offer
S S morqngen?ral/liberal studies has consistently been implemented by
these institutions—--but has still not stifled the criticism. It 4
merely changed the cr}ticism to "Those liberal stnéies lack \

university quality,'--even when, in recent years, they were taught

* )

:' by Ph.D.'s ftém the universities. Even the advent of Schools of
Education within. the great universities has not altered the demand
for more liberal/general atudles and fewer Education courses.
Indeed,* the historical pattern seems to be that the more lzberal‘

» studies’are offered, the more they are demanded.” One student from

R . NS

abroad recently asked me, "If‘a secondary 'Education student at the

University of Wisconsin takesg three years of liberal studies and one
“ . ., year of Lrofensiongi,educgtion, why is he a "product® of the School
of Education?" ’ h
.There are several‘@enerniizations which night be made
regarding the develnpment of normal schools and teachers colleges:
these institutions’ providedﬂ advanced' education to»many people who
were witn/Kt access to 'universities and who did not become teachers;
they emphasized a teagher ducation based on teghnical/practi;al
: . S

"how to"; they were laréely uninfluenced by university traditions or

the use of theory and research,as the basis for courses.” Finally,

and most important, it was the universities themselves which

generated all the theory and research which expanded school teaching
into the Education Professions. The professional subject matters
(i.e., learning, testing, exceptional education, human development,

o “ : a.




~secondary teachers themselves.

. -13~
: e

curriculum, research, and their numerous subspecialties) were all

- developed in our leading unigéks}ties; they did not emanate from
“within the traditional forms of normal school and teachers collcge

‘programs,

The specific debate of using liberal arts graduates ver:us

°

those with professional training took its present form about a
century ago in response to two trends. The normal schools beqgan
ttaininé programs for secondary_teachers~-as high schools grew and

needed more teachers. At the same time, universities established

chairs in psychology, péaagogy and education, and began to prepare

.
L]

The development of d%oleonew fields of inguiry were -also

-

occurring at a rapid rate in liberal/general gtudies. The ﬁielda.of

psychology and sociology burgebned in the same period as tpe

"explosion of knowledge in the sciences. A liberal education: prior

to 1893 was essentially a classical education. "Liberalgérts' today

L]

are a vastly expanded, broad arrgy of subspecializations aSout which
there is little agreement. In fost universities the "return" to the

common core i a codification of what the preaeﬁt faculty can
pand
A

politically agree:upon as its distributive requirementsz it is not

a "return® to anything as much as it represents the college »

_experiences of the particular faculty members voting on the

particular requireménts.

Simultaneous to the burgeoning of, new disciplines in

physical science, social science, and even humanities (Literary

/)




-]4- - §
Criticism, Film Making, and Oral History are just a few examples of
'very recent "liberating arts.®), the diaciplines that were to become- |

the bases foreprofessipnal education were heing developed in the ;.i

very, same universities: Cclumbia,faohns Hopkins, Chicago, Iowa,

¢

w

Ohio State, Stanford. The work of G. Qtanley Hall, who established

America's first laboratory in analytic psychology (Johns Hopkins,

1883), became the basis for child stid¢, which ultimately became a
;s " ‘ univeréalﬁrequirement for all teachers of children. The work of

Terman and Thorndike became.the basis for standardized assessment--a

required unit or course of study for alllprofeseibnal educatPref*
: The work of°ﬁgwey in ccnnecting,democracy with child developmerit and
- | hOOL programs, established philosophy ‘and curriculum as Btandard
| professional fare. 1In case after case, it was the scholars in the .
leading universities whose‘resgarchaand theoretic brea;throughs
“ ' established the'knowledge bases of pedagogic gtudy. In contrast,
the normal schools and teachexs”colleges?built”upon the cumulated -

wiadom of: praqticing teachers ahd emphaaized two realms of

“knowledge: the actual cnntent that the future teachers needed and

the specific techniquea of how to teach these lessons. It remained

©

for the leading univefsities to pioneer and lay out the .fields of

3

inquiry which became the basis of present teacher education

programa--these include educational pﬂychology and schovl learning;

edurational research; ‘the causes and educational treatments of
learning disabilitiesg curriculum development: educational

phlloaophy, history,, sociology and comparative education; child,
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9

adolescent and adult development. In recent years, theory and

e

research in organizational sciences have added substantial content

Ly

7 to the education of school administrators, whileuadvances in

\1” - ¢

o . medicine, psychology and assessment have added o the preparation of

ethool counselors and psychologists. )

[
1

A\ In sum, the.aignificant expansion of the knowledge base in’

o

professional education developed during the very same period as the o

- expansion of liberal/general studies.‘ The developers of this

2

-

e

knowledge expansion were not vacuous pedagogues from the normal
schools but some of the most prestigious, most highly honored

r oy

scholars of our leading universities.

In truth, the universities largely ignored the advent of

teacher traininy institutions until these institutions got into

"« Becondary education.‘ Then, as now, the advocates of liberal studies
_criticized the professional educators aa lacking substance while the

B

e ,.ieducators criticized the universities as, unresponsive to life, to? |

. |
. \ e - ,

the- schoole, or to their own new discoveries. It is interesting

that even when liberal studies were limited primarily to the \

classics (the period prior to World war I.), it was argued that this'

&

knowledge vas all a graduate would need to be an effective teacher

in a Western outpost, ‘a rural area, or an urhan slum. A quote from

.......
9, B

-

Do a critic of the time_demonstrates the continuous debate about what
. ‘E" Vi

¢
.

" liberal studies. are:

. o

*The thorough-going advocates of classics hold
_ Latin and Greek to be indiepensable to a liberal
education. They do not alléw of an alternative

L]

Q | ‘ | 17
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road to our university degrees. They will not
admit that the lapse of three centuries, with °
their numerous revolutions and their vast
development of new knowledge, makes any

, difference whatever to the education value of a

: knowledge of Greek ‘and Roman classics. They get

over the undeniable fact that we no longer employ

those languages, as languages, by bringing

“ - forward a number of uses that never occurred to

Erasmus, Cassubon or Milton." (Bain, 1893, p. 359)
P . o . »

-

There is another noteworthyvdimension to the debate; it has
\ ;
a pulsating quality which seems to ehsure that in almost every

- decade we are onceragain embroiled in\proving that effective

teachers need only (or much more than)\a thorough knowledge of their

subjects. In any given period. those who advocate high atandards,
failure for thoae who cannot compete, and’ rigorous testing for a11
‘children qno youth, seem to rally those_who believe that only .
subjoct‘natter is needed for cffective téacning--partidularly

secondary teaching. In 1893 the Committeefof Ten reversed the

traditional Americanp commitment to mass edncation and announcwd that -

~ "that small portion of all the children in the
country ... who show themselves to be able to

. profit by an education prolonged to the
eighteenth year and whose parents are able to

su port thelm while they. are in school.”
(C Mittee' 189" Pe 51)

There is no question that this report, by*also defining the
content and units of a high school curricu}um. became and remains
the most important document in American secondary education. When

it was issued in 1894 it set off harmonious resonances among all

groups concerned with the ldw level'pap they perceived beingytaught'

\ A

.."

18
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in ‘the normal schools and teachers“colleges of the day.
¢ ‘1“‘ . + X ¢

- But then the pulsating, cyclical nature of .this dabate'took
.?ﬁ;é.aﬁd there was a reversal of the popular’wiédom. In thelyearg". | o
érior to Wo;ld WarlI immigration continued unabated, as did the'need\

td éducaté the masﬁ?a‘fot puzbgspa"other than college. The purpnses

‘of secoﬁdaryﬁgducation Qére signiéic&ntly‘erQQQQed. Given the more
comprehensive gSals,’teachers were needed with Lh; ;biliffutowoffer

moce than tﬁe classics: bds;ness, home'economics, all forms of..n»\‘“\«
" vocations, aﬁd general studies were ;déocatedkﬁo_accultgrate pupils
into~American,society{ Teachers yéte‘sought who could "relate t;"

the foreign born, pupils of varied cultures and the poor and, at the

v )

same time, maintain discipline an teach the basics. The goals of

.the ‘schodl shifted from classical rigor to the creation of a melting

pot. . Obviously, the kinds of teachers and teacher education being

g .

demanded also shifted. The, teachers collegei took on many of these

broédened regﬁonsibilities with more "how to® courges~~and those

advocates left over from the previous Commzttge‘of Ten era ' .
® subaided--téﬁporarily.
The cyclical nature.of'the debate~~with 'qtandérds"ih one : _ .
i} ' _»period countered by diversity gnd opportunity for ;11 in éhe
l subseguent era--has continued and intensifiea into more"recent

times. In the 1940's and 195093 the goals of greatér,access,

S

expanded obportunitiea for the masses and vocational training were
: N ™m " ) 4 : .

dominant. This was a'period of rapid growth in which many teachers

colleges became state universities and numerocus new Education
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doctoral programs were introduced in the leading universities. Many

S

of those earning these new Education doctorates became the faculties
of the developing tuachers-colleges: they expanded  the professional

studies of these institutions by teaching the new specializations

_they had honed at the university. The philosophy which dominated
puﬁlic education was clearly one which iequfred professionally
educated teachers who knew more than academic sub]ect matter.,
Consider how the following manifesto for the schools supported an

expanded teacher education..
' "l. Knowledge is not something that can be handed down on
’ ahthority. o o
2. Subject matter taken on authority is not necessarily
) educative. | ) ) _ ;
3.f"The best way to teach® "is not the setting out of subject
matter in unasaociated fragments.

‘\\m_

e

5 WOrking out purposeless tasks will not necessarily preduce
good discipline. , , G

6. The answer to a. particular. academic problem is less
important than the process.® _ (Kelley, 1947, p. 14)

Even before Sputnik 41957);the new cycle was already
shaping a narrower school curriculum and demanding teachers with
less (or no) professional education.. In 1956 the Council for Basic
qucation promoted the following program:

1. Basic intellectual instruction must be the keystone of
public education. The "hard" “liberal curriculum
enphasizing English, mathematics, science, history, and
foreign languages must replace the purposeless “life

adjustmen."curriculum ‘for all students, excluding those
with clearly limited intelligence. :

\

oo
-
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2, Students with high ability must be provided with greater

0 3. .Standards must be developed'.to measure student achievement
‘ and to determine promotion to0 higher grades and classes.

s4. Teachers must be more adequately educated in the subjects’
that they teach. ‘

5. When vocational training is offered, it must be duly
' subordinated to_the primary ‘function of the school: the

dévelopqent of 1ntei1ectua1 discipline.

6. Those school administrators who resist pressutes to include.
.. programs in the curriculum more properly belonging in the
home or church must bg supported. (Koerner, 1959, p. 372)

In 1959, Admira’ Rickover observed that "The preparation of
teachers in this cbuntry is notoriously inaqéquate~as compared with
programs for European teachers that provide liberal education for

-

its teachers equal to that of our lawyers and other professionals.”
(Rickover, 1960, p. 2)° . - o
Inﬂrenponse to national demands- for ‘excellznce, higher

‘standards and beating the Russians, the 1950's and éarly 1960's were

characterized by the burgeoning of intern programa in teagher

£

N\

education, The Fo/d Foundation had : aCtually led‘iﬁé‘way by

initiating the first intern program as tne Univeraity of Arkansas in
1948 - (in ghe“prédedinq cycle) . As it became"clear.that the dominant
theme of the 1950'§ was to be a return to the basics and excellence,
teacher educators were ready- Almopﬁ every major univetsigy

launched a fifth year program for'liberal arts graduates, while the

/

'_ teachers colleges (now state universities) introduced a wide range

of new majors in order to overcome their image as aingle miauion

inbn\tutiona (i.e., teacher colleges). Harvard, Teachers College,

Y
s
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'for equalizing educat cn of the handicapped, all’ combined to .
'to their wxdeat point in history.c Practically anything that any

__responsibility of public educatiom, —And téacher education programs . -

be felt in the mid 196 -;, the shift was once. again back to - serving '
the masses with a variety ol programs that emphasized goals other
than excellence, intellectual discipline and preparation for - . .

college.  Inatead, Head Start, compensatory education, the

"

Right-to-Read, expand d vocational programs, adult basic education, -

o 1

bi7ingual education, omen's studies and, finally, the great thrust
.kgnificantly broaden the goals of elementary and secondary schools

organized'constituency eupported became enaconced as a’ legitimate‘

ettty

] »
L}

responded with an equally\broad array of profebsional'coursesﬁand :

direct experiences. In the, previous cycle (i.e., 1950's and early
‘ Lo \ ] . ¢ - ) i .
1960's) top-notch liberal arts\graduates had been sought to upgrade ) i

the intellectual development of the most promising children and

youth.“ In the Great Society period, the effecﬂ::of which extended

into the mid 1970'5, large numbers of liberal arts graduates were
also recruited but for Teacher Corpe and for gervice in understaffed
schools attempting to meet every goal imaginable--educational,

social, health and well-being.
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In effect, since 1893, the pieabures on schools have been a

' see-saw between traditional calls for academic excellence and

progressive déuanda for differentiated programs: those who bglieve

a .

in a common curriculum versus those who argue for differentiated

"

gOalB. , . . : ; ! . .0

ey

o Some ah&lyqu offthé éd;;;ggm;;é<h;veAél;eady pegged the -
qgr;eng period a? Shg/féictibn to the programs"a@med at equaLihing
educational opportunity. They read the current reports as. the

_-simplistic, tradigioﬁal solhtions of éﬁ; past. .fExcellenqe in the
-réports is ﬁﬁt defined”buc has come to mean higher scandards,'
toughepuycademic requirements, reduction or the elimination of
electives, more mathematics and science, more homewo;k, longer
school days and school years, b?écer school discipline and . .
managgﬁenc,-and more testing. “There is an absump;ion that pod:
quality of teaching is responsible for the crisis but exéellen@e in
teachigg is not defined.® (Passow, 1984, p. 3) |
Teacher education has not shaped the altefnatingly broad
and narrow géals advocated for pubiic educationlﬂ It has, however,i
vesponded.. anortunaceiy; there is alw.ys a lag time and
professional .education usyally .finds its;lf atill‘working on  the
'bdemands ofvbhe previous era (e.g., human relaﬁibns.triining) when
thé schoola are alreddy beginning to’once again demand academic

excellence. It is noteworthy that :}ght now, when the schools and

* teacher preparing institutions are just heginning to gear up to

7

respond to the renewed calls for excelLéhce, that the seeds for the

1
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next cycle have already bEEHiBOWn: there are increasing numbers of

s

studies which show'thet, asla cangseguence of :aiéin$ &tanderds, the

arop out rate is riafng,and aomething must.be“done;’there are

o

xncreasing court cases of handicapped youngsters who did their best,:

" . .

but who are being denied high school diplomas; and there are renewed

l/l
demands that something must be done, by schools, to ameliorate youth

¢

o !

unemployment. = e . T /

. : ' .° o @ . . .
Sumnary ofy Perspectives Section - oo _ g°”
“ I have argued that demahda for the reform of elementary and;nm

secondary education have. shaped related demands for the reform of
!

teacher vducation: that academic subJect matter has been the

domrnant emphasta of teacher education since 1ts inception in 1823;

K

that since ;893, the demanda on elementary and secondary schools

v

have°folldwed a clear, cYclical petterh; that teacher eduqation has

responded to these alternating demands albeit with a lag time that

_overlaps the cycles; that the cycles may be characterized as

- education.a legitimate academic enterprise; that the liberal arts

advocating a common core for excellence on the one hand, and
educating various constituencies toward different goals on the ¥
other; that the great universities, rather than fighting the normal

schools, developed the research and theory which made teacher -

o

¢ -t

' have been radically changa~d-into liberal/general studies whose

requirements reflect the knowledge.explosion and faculty

©

preferences, rather than eternal verities; that the proposal to use’

liberalﬁarts graduates-es teachers has been a constant theme and

1

'
Ve
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most popular in periods when demands for excellence dominate: and
that the next cycle has already taken shape and 18 quite predictable. :
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" Theory L ! N . : L
- What theory or theoretic constructs would justify the

@ : N _ C e
proceas of teagher educgtign; 'How would such concepts support the

~ =) t

contention that an individual who had completed a teacher education

t
“

program would be‘more likelyfto do’ better than one who had not?. . .
» ‘Q . ¥ '
“In sound programs of teacher education, students have a

sequence of direct experiences: observation; short periods with _ . :

small groups Of.garying ages; tutoring of indiviﬂuala; atudent ‘ Co

2y . ¢ o
teaching for an extended period in the room of a master teacher; and ’

finally, serving as an intern or beginning teacher with full
f

responsibility but under regular supervreion. In all of these
‘experiences there is a college supervisor or master teacher to °
; - provide regular feedback, to suggest the next level or skill to be i &

4.

.gracticed, and to confer with the neophyte on the meaning of the

C e exggrience. 1In order for the beginning teacher, to imgrove each

. ‘ 4 o :
year, rather than fo have one year 0f experience repeated over and

over, the ectuel experience of teaching must itself be a learning ‘ . ;

experience. As someone‘learning to teach, the invern or beginnjing L
\ e * :
teacher is subject to Lhe same laws of leerning as anyone else.

Consider even a few princzples of learning as they might apply to an .

L] . \

indivxdual iearning to teach:

-Behaviors which are rewarded are more likely . '
to recur.

~-Reward or reinforcement to be most effective must
follow the desired behavior and be clearly. '
connected with that behavior in the learner's mind.

¢ e
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-Sheer lepetition without feedback or reward is not
educative. .

. ~Fear of failure has uncertain effects on learnind
, and may cause repetition of ineffective responses.

-Fruetration, if too’'great, may ceuee anger and prevent
behavior from being purposeful or rational. p
-(Howey, Corrigan, Haberman, 1979)
Obviouelu{‘theee are merely a few:samble principles
‘8elected fromla'pool that is significantly lerger. Isithere'still
.any debateﬂthat.humen learning is an established field of theoryJand -
reeeerch? Can there be.any queetion that the intern or beginner is \_{
expected‘to use hie teaching enperience to.leern to im;rove'his
i teaching and is, therefore, in the position of a ‘learner, subject to
the principles by which all individuals learn? This being the case,
congider the situation of a teacher education student in ‘some direct

-

experience with pupils under the guidance of a eupervisor or master -

- teacher. In such a situation the student teacher, and not the = .

d'childrep or youth, is the primary learner and the supervisor or | | o
master teacher uses the principlee of learning to teach the neophyte ' {
to te;ch. By primary learner' I. refer to the fact that the prograii
has been designed for the teacher education student and not for o
children or youth. As the primary learner, it is the student L

. teacher's or intern's behavior that is rewarded, or connected with

other desired behaviors. Througn modeling behavior, or

consultation, or cooperative planning of next steps, the superviscr

also prevents fear of failure or fruatrationifrom interfering with
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learning. The student'teacher or intern is never in a situation of
/ N *
. sheer repetition without feedback. The process is essentially one

©

oL a tutorial suppor ted -by direct experience in which the neophyte
has-all the advantages of practice under supervision and.all the
benefits of being the primary learner.,xlhis gituation contir.es up

A to the period of internship wliere, along with responsibility forf

- ! . e
"children or youth.'the beginner still receives supervision and

continues his own development. ' -

LW

Contrast this situation with a college graduate who is
given full responsibility ‘to teach and has never had such direct

experiences or supervision. The, college graduate (suddenly :

L4 .."'.‘ ”

_teacher), can in no way be viewed as the primary learner by a‘@one
. l )

who aeeksntO'help him. From the firﬁt day of g (which is also
‘the® first day on which the college graduate may- begin to:tearn to
\ b o ' . _ .
' teachz; the pupils, in' the classroom are the primary learners and the

Zcollege gradudte must be professionally responsible and accountable

for their learning and not his own. The extensive body of

-

literature from which learning principles“are derived cannot be

applied to the unprepared individual simply placed into a teaching

situation., Plaging thOSe without teacher education into teaching
situations assumes that either there is nothing for them to"learn s
about teaching, or that the unprepared college.graduate will

. self-discover everything worth learning--with no i1l effects to

’
himself ‘or the pypils.

wJa - ~ ~
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Self discovery is a very powerful means of learning:
whatever is 1ea;ned by this meinbd'tends to be remembered. The
J- problem with self.discoveny is that it is also quéggul 6f’eff0tt
, and time consuming.  In léoking for a toilet, it is mucn more
. efficient to teﬁér to one's knowledge of building layouts, ;n
" congult a directory, or to ask nqmeoné, than it ig gn try every door
in the building. Wwhether one ttigs every door systematically, flqor
by floor, or wh;thet one uses tnial and error, nhe éffort is not
worth the leatning. Othet problema with self~diacovety include ,
knowing what to. tty, having ctitetia for evaluating the outcomea.of
the trials and being able to reconstruct esactly what one did that
achieved the desired resulta--nhould’any occur.
Unsupetvised expetiencea for beginning teachers who have

not had)teachet education are unlikely to be educative because,

focused as they must be on the pupils, most neophytes never even ask

&

themselves, "what did /I/ learn about teaching today?" They are

1& ) immediately and petmanently locked in on their pupils’ bénavion as

o

if their own petsonaiity,‘behaviqr, and intentions are irrelevant to

n

what mny be hnppéniné in the classroom. The aphorism, 'Expétience

L]

is the best teacher ," ip not necessarily ttdévfot people beginning

to teach without previous direct experience or supervision.

Experience makes us take the tests first and offers us the learning

afterward--if at all. Mark Twain once remarked that a cat that sits
on a hot sto&e once will never sit on a hot atove ‘again--or on a

cold stove either. Unfottunately, ovetgenezalizing the wrong

29
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lesaoqa from one's axperiences ia not a practice limifed to cats.
If we are not prepared with a conceptual scheme for. understanding
.out experience and with a conscious orientation that we are expected ‘

to extract valuable learninga from these experiences, we are

v

predestined ‘to ovorlook much valuable data, and to overgeneralize )

specific events from our experiences to subaequent situations and to

other people.' ’

"

Thus far, we‘have discussed -theoretic constructs frq@
psychology which support the potential value of preservice and first

year teachera being conceived of and worked with)as individual

learners. :There are other theories and principles from sociclogy ¢

v
-

and organizational'science which are also germane to the process of

“teacher‘educaticn. These«theories deal with explanations &6f human

behavior based on how individuals function in gruups in particular
Ve

settinga. The basic J”iﬁmption of teacher education experxences

ke
“ i
(and coursework) is that future teachers need to learn some

fundamental concepts related to the role.of a teacher, how teachers.

are influenced by the groups in which they function, the influence

o v

of a@ministrative’ntyle on teachers, and the impact of particular

school settings and communities on the work of the teacher. Tb.not

prepare an -individual teacher to recognize, participate in and cope

‘with the organizational and social realities of schoola ia to assume

I s

that these dimensions do not control or influonce the teacher's

| work.

Indeed, there are some who still believe that because the

teacher can close the classroom door these influences and controls

y 0
| . ;




do not exist. _ - '
Social'institutions (e.g., ochools) have organic qualities,
"lives of their own," which supercede and transcend the individuals

. who wotk in them. A substantial degree bf individual behavior can

be e;plainéd, not only by studying personalitiés, but by

understanding the formal and informal roles and statuses which

1ndividue§s occupy in particular social institutions. To understand .’
-and predict the behavior of individual teachers, the most fruitful

unit of analysis ﬁax be the school and not the indiv{duaixieache:s

o in\\&. e o o o 1
' ' ) . At any g;ven pﬁiné in hiatory, schobl.éettings reflect th;
larger soqiety: the one-room épﬁoél of the agrarian Eommuni;y'witﬁ .
no bureaudracy, but with ultimﬁte control over teacher behaViof:”the
comprehensive schools.aftef ﬂbrld war I wﬁiéh.reflec;ed the '
business;iké. tracked apptoachfio edueatioh: the sprawling
shopping-mall-type°schoola after World War II reflecting the va;ied
constituencies of'a consumerist Qoéiety; the compehsato;y scbogl of"
the large urban area with its emphasis on catch-up and school
spirit; the intellectuXl setting of some suburban and private

" schools dedicated to college pteparatory’programs; the creative

settings of some fine arts and specialty schools. The goal is not

one of making thejfutﬁre teacher a socioloéical researcher but of

teachiné'him gome of the fundamental cultural influences which the
gchool will be exertin§ on hih. This dynamic gets even more

LY . specific as particular school settings are influenced by specific

.4
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ethnic groups or communities in transition.
As important- as these-communityvggttings and school

cultures gre.‘th' impact of the particular..building's teachers is an

o

v

, even"mote powerful_influence on the neophyte. ”It‘might.be"helpfﬁl
- to briefly review sone salient aspects of what .the litexature |
dealing with group norms tells -us about the 1nductxoﬁ of beginners
.Zinto'work ‘groups. Much pcychological, aociological and
' organizational science 11terature is germane to understanding the

procesa of going through the pro:gssional laboratory experiences of

a, teachez education program.

What we know of - wozker induction into the work group is, in

great measure, applicable to the process by which a new teacher

P

becomes a 'regular*7one. Classroom teachers, while appea:ing to“
function as 1ndependent p:actitionersﬁagp actually integral mEmbers
of siynificant groupe--groups which may appeat to be disozganized

‘coffee and lunch cliques but which, in essence, exert aubstantial
’ q

control over what in taught, how it is taught, teachera' perceptions

]

of_qtudents,_teachers' relations with parents and the full range of

. teacher practices. ,

Q

The notion that since teachers spend most of their time

.o

alone wvith ttudents, that. they are 'ftee.' 'unsuperviaed.' or

“indeper lent practitioners' is aimplgminded. Har =»on, in

-

summarizing the ltterature on interaction in small groups, states:
"A reference group is any group that provides standards by

which we can evaluate ourselves and adjust our behavior

accoqdingly +»e A very important aspect of a reference group ig

g




- cognitive dissonance and a gap betwéen expressed attitudes and

’hehavior. Another explanation fl thqt authoritarian principals or
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that it néed: not be present in order to exert an influence on
individual behavior ... The common assumption is that if a

person wants to belong to a group, that group constitutes a
_'referencebgroup for that person.” (Harrison, 1976, 3. 405)

Can student teachers, or beginning teachera, o: any ‘
individual teacher for thnt matter, ngg'want to.peran nqcepted
menber efathe achool f sulty? Thil dynamichr greap control is the |
best‘expldnation we have for understanding the discrepancy between
individual teacher behavior and group t;achet behavior.' Freduently,
if we ask individual teachera if they wi 1 strike they say 'no'--but
then they do. If we ask individual teachers do they be}ieve in
standardized teats they say 'no'--but then they administer them. 1f '/
we ask individual teachers do they believ;m;tudents should be free o
to go .to the library, they say yes'~-but then they check hall
passes; If we ask indivi@nal teachera whether‘they"believe in
individual differences they reply 'yesf-~but then they offer only
group instruction. |

" The usual explanations for these discrepancies are that

teachers will not say what they really belie&e-thqt there is

unruly students prevent teachern from acting on their beliefs. The
factor that is continuously overlooked, however, is that there are

group norms operating in the bureaucracy which impinge on teachers'

behavior. From the time a teacher arrives in the morning, to the,
specific shelves upon which they store their lunches, to the way

33
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grades they give, the manner in which they look at, speak to and

l
|
|
"norma of the(teacher groups in their schools. While it is true ﬁhat'
. 4
/

.group and said they'saw shorter lines as longer‘onea. The question

- was then raised: Are yielders merely conforming,’ or do they

frightening question which has not been studied is: If group

_pressures effect when unleashed upon vague, unseen concepts such as

-
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they greet their students, through the essignments they make, the/

(

¢

listen to etudenta, they are nignificantly affected by the group

each of us belongs to many reference groups, it is also true tha

our work groups play a significant role in our lives and a highly
| - - - |

significant role in'determining our working behavior. )

o~
iy

In his classic‘experiment on havipgoerbjects partic1patel1n~.
groupe that were trying to match the length of lines, Asch placed
subjects in eigpt-peraon groupslwhere every other -person was
proqrammed'to give the wrong answer (Asch,31956). Thie felse-
najority actual;y saiAd shorter lineq were';t\ger. Asch's findinos

were that one-third of the subjects yielded to the pressure of the

|
actually petceive differently when under group influence? A more

'

°

,pressurevcan change our perceptions of simple, unemotionai,.physical

L4

things held before our very ayes. what distortions may these group

”equality of educational-opportunity?'

’

Darvis and Lofquist have described the fixed job model as a“
conoept in which jobs are unqhanging, in terms of the.requined

performdnoe abilities and outcomes. The goal is to match the right

person with the job and if there are difficulties, to blame the new

i
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.pefson or the selecﬁiqn system. Kahn and others have theorizeé\\
about an interpersonél ;ole—mqkiég model'whére the béginner hés.an
.' organizational role and receives fe:dbagk from others as.he.
'béhqves. (Kahn, 1964). Thig conception assgmeé'an inéompleteness in
“the organization and accounts for some adjustment by both the
organiz;tion Aﬁd the individual. ﬁhichever conceptiqh you choose
andhthéy'both characterize some school siéuations, the érpup‘norms
 nf claﬁsroom teachers make these models épérative. .Ig'ﬁhemfix;d
‘sitngtion the ;tudent teacher or beginner will be_mo;e secure but
less free; in the ingeré;r7énal concept {on the st;dent teacher will
be more pe:sohally ;nvolvéd’Butlféel more tension.'.InAeither base,
the norms 6: the teacher group will be of gygates: sigﬁ%ficance in
‘determining the student's role. (if you believe that student

v

teachers or tnterns do not participate infteachen.gﬁpqps, remind _'
ybﬁrself,tha; Fhe supervisors who socialize them to the sghool
culture are memﬁers of a ﬁeabheé's,group ané must live with this
groﬁp}long gfter thé neophytes are g&ne,)

A Green has desc;ibéd_thé induétioﬁ process of beginners in
wdﬁk situationé‘iﬁ including three phases: in%}ial confroﬁtation,
working -through, and integrating. (Graen, 1976) The initial
confrontation stage is most interesting since it deECr#bed a

'disillusionment;phenomenon' whereby high expectations before

experience are followed by much lower expectations after

-3

experience. Vroom and Deci found these less favorablb expectations

beginning just prior to experience, deepening during the first year,

i
o .
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.and lasting approximately two and one-half years. (Vroom and-Deci,'

1971) This phenomenon has been 80 reliably documented thdt it is
now expected that newcomera will be "turned off:--that they must
inevitably go- througb. such a stage--before they: can be integrated
into the work ﬁroup. Many commentatora on the research literature
conclude that the most a training progra; or an 1nduction process
can do is to delay the full impact of disillusionment until the

newcomer-is prepared to cope with it.td

'Although it'is clear thut individuals in organizations/are

substantially dependent upon members Of their work groups for

‘gaining the knowledge and skills they need to perform their Jobs

adequately, little controlled reaearch has been done to expla.n how
this takes place in organizational settings. There are
psychological theories_of stimulus-and response and sociologicaf
explanstions of inherent needs for group approval dnd belonging, but
little to explain the apparently universal drive of inductees to be
part of a work group, or at the very least, to not incur its
displeasure.

Studies on deviation which seek to identify how much
tolerance ¢ \\n\be given newcomers also have important implications
for laboratory e periences in teacher education. Findings suggest
that the freedom to\\eviate is fairly fragile even for members who
have paid their dues with long years of obedience. Pressures to
conform to group norms are\greatest when group membera.are motivated

. N\
to achieve uniformity, when the norm is of importance to the group,
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and when a member's deviant behavior is especially noticeable.

It seems to me that the present public emphasis on basic

skills rriggera these three conditiona in teacher’'groups. It

explains whyfa student teacher, for*example, educated in principles
-

| of child development §111 ‘be steamrollered into the role of reading
tqfor_by_the operaginghggrms”ofuthe partieular*teacher group. - T
Pressuree'teéconform.are strongeast when the norm is of high

Bﬁt‘thia does not mean that there

intensity and'highly crystalized.
As long aa'a membar needs

are not sufficient controls at all times.
or desires resources over which the group has control, as long ag he

‘seeks approval, and moat importantly for teacher groups-—so long as
e

he .seeks to not. be criticized by ‘the group, the member in likely to

conform.
The issue is not one of placing atudents or beginners in.

gchools where. the teachers get along well tqgethe; or where there is |

dissension. Janis' research suggests that high cohesiveness can in
gome cases be actively dyefunctional for the group as a whole.

(Jania, 1972) Janis auggeats that as a groqp becomes excessively
cloae knit and developa a clubby feeling of 'we-neaa'it becomes
susceptxble to a pattern he calls groupthink. The major symptom

of "groupthink® is a marked decrease in the openneas of the group
These

members to diacrepent oz pnsettling informaticn.
interpersonal strategies, Janis argues, result in an increased
liklihood that the group, in a spirit of goodwiil and shared

confidence, ‘will develop andfiﬁplement a course of action.which is
_ | .
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grossly inappropriate and ineffectivé. When we reflect about it,

this dynamic of "groupthink" can explain much of the behavior among

o
s

uhiversity faculties as well.

Unfortunately, what is "good" for the individual and what

B R

..1squood'~for“th¢‘oféanii§€16ﬁi3;3—gfzén differeﬁt, somet imes

“mutually exclusive. This assertion becomes quite clear to anyone
K _ ' . 9

.-who compares the research and theory related to ‘individual needs,

(4
o

whether physical, emqtional, or cognitive, with the stated and real'

_ opé:ation of any large complex bureaucracy. ‘The'igdividual‘s need

S

for rest, or lqve, or the expreséion of new ideas must either be

repressed_qrrtranafocmed into ways wliich are compaiible”with

. K]
4 s

b

organizational norms. There is impressive'literaéure to support

this contention. S ey

"iIs it reasonable.to believe that a teacher education

student will be improved by gaining knowledge of how a community

setting“or a scﬁool,organizatioﬁ. or)a teacher group, influences

. q

"his teaching? Is it reasonable to believe that a student teacher or

s .
L

intern whb has written papers or discuased'thése mattets with other
neophytes, supervisors and faculty may be, to some degree, sensitive

to these issues in future? In centrast, is it.reasonable to assume -

that a liberal arts graduate placed into a classroom as a beginnirig

- ' V Al
teacher may never even have considered these matters, or if
considered, may not have engaged in any gystematic study of them?

Finally, is it reasonable to believe that an untrained beginner will

self-discover any reasons fnrf deepening his sociological
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understandings of the school as a social institution~~no matter how
strongly these forces may be* influencing hie day-to-day work?
Summarx' ' |

In their professional lahoratory e;beriences, teacher
education programs approachn?reservice“etudentc as learners.
: Supervisors of. these experiences, tO'some degree,nimblement;the
' principles of learning with these future teechers. In a similar

fashion,’ theoretic explanations of behavior drawn from, sociology and-

organizational abience also affect preaervice students as they

hd v,

‘participate in direct experipncee.: Teacher education,faculty, to -
some degree, make students aware of how these theories can explain
forces which affect their role and work as teachers. ())-
’ Placing untrained colleggdgraduates into teaching
positxons--graduates who have never. been treated as learners in
professional laboratory experiences-éhssumes that it is not
.necessary for beginning- teachers to also functibn in the roles of/

leacners, aubject.to the principlee of learning.‘ Or, it may simply

asoume that there is nothing to learn about the process of \

-

vou

teaching; Similarly, the practice of using untrained colfgge
graduates as teachers assumes that theoretic knowledge for
.understanding the community's inpacs on the school, or the school's
imbact on teacher groups, or,the teachier group's impact on the
neophyte, is either uninportant knowledge or completely amenable to

self-discovery.

%
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| ) s A

Some of my answers to the question, "How do you know that "
. . o ’ ' )
" teachers will be better if they have had teacher education?® are

based on neither theory or research. It can be anticipated that f- v
” L
those who- &gree with my poaition will know many more logical )

) -

arguments to advance than I Will make here, while thoae who disagree
Y » '
. may consider ny’ 'logic' to be irrational or worse.; The explanations
o
which appear most reasonable to me and which 1 will briefly preaenL

a
I

include. why many educational and political leaders are prone to i

believe in the teaching comgetence-of liberal studies graduatea; why

the model “of teacher/acholar in higher education is not useful for -

foa U
.
\i\ e
- i

lower 1evels of schooling; uhy there is obJection to including

pedagogic topics of obvious value in the university curriculum; why

L4

r
fa

the persistent demand to employ untrained personnel is based on. ’

L]

&
L el

Dol -

factora more powerful than theory. rgsearch, qr logic, and will

. continue. - o ) e

L v 1f some liberal studies graduates withaut profeeaional

[ )

training seem to teach as well as’ some .teacher education graduates, o

has teacher education been shown‘to he uselesgs or unnecessary? why
limit such comparisons to college graduates? Suppose achoole‘could

hire anyone? Mrght not gome who had never been to. college at all

.

appear to perform as well (or better)vthan‘either liberal,arts *
. t . . ' .

graduates; or teacher education graduates? o L

’
5 . 4

If some people who have never studiod business manaqement

ot

(or who have never been to college at all) become richer and more

L ~

40 B
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powerful than the graduates of business schools. ha& the. college

training of business students been shown to be useless\or

undesirable? If some civilian boat ouners do as well as some

Annapolis graduates at commanding a ship, has the trqining of naval

officers been shown to be'inferior or useless?

Snppose we could place older,adults--wiqhout college

_degrees, from almost any walk of life-~into the roles of university
- presidents, vice presidents and deans. Are we sire that we could

.discern, from a few observations of their behavior, which were the

Ph.D.'s? 1If we_coogd not,necesaérily'discern a high school éraduate
from rhe'holder of a doctorate functioning as the President of the
University of Illinois, we might be less outriaged when we fail to

/
Y
discern, after a few observations, the diffeéenoe between two

bechelors leVel people beginning to teach/}n a classroom. We might
also feel lnss certain we had discovered anything 1mportant.

Why is it considered reasonab}e to try to demonstrate that

training effects cannot be readily ozfcerned between a liberal v

studies and a teacher education gradpate, but unreasonable to try to
. / . ' .
demonstrate that training cannot bq‘discerned between a forma;ly

{
trained and a self-taught univerefty administrator, corporate
leader, or admiral? {
There are'many’partiaf anewera to this question. One such

answer is that people in leadership positions (legislators,
federal/state administrators, university officials, business

' . /
leader-. foundation executiyes, etc.) tend to be college graduates

¥

41
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who have advanoed~very far in their respective.fielqs with liueral
: atuqies backgroundn-and without special training for the specific °
rolea they now occupy. Indeed, many of these leaders point with

pride to the- fact that they are 0.J.T. (on-the—Joh-trained)

univeraity- preaidents without(a course in educational

administration;_corporate 1eadera without a course in business

' admiuistratiou: éovernment leaders without a course in public
administration; union leaders without a coutse in labor laww
foundation executives without a course in publie philanthropy. Is

it surprising, or wrong, for these individualslto attribute their

°

successes to a sound liberal studies education? Would it be

convincing to tell such people, "But think of how successful you
: . :

might have become if you could function on the basis of

research~based principles and techniques and not just on the basis

i,

of self-taught-eurvival strategies?" My guess is that successtul

[}

but untrained individuals are not prone to believe that they are

(AP
. ey

actually less effective than they might be. A leader’s willingness
‘to reascn egocentrioally is related to his success. "If I did this
well wr:h a liberal studies background and 0.J. T., then this is the”
best path for everyone."

My calculated hunch is that many of the leaders”and blue-
ribbon committee me;Lers who are now (briefly and temporarily)
engaged in making recommendations regarding education and teacher

education, are themselves consummate examples of liberal studies

graduates, self-trained in their respective leadership roles, and
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with no formal txqiping in the proceeses of performing their
day-to~day work. Is i£ 61fficult to imagine why such indiViQuals
would be prone to aeriougiy consider the comparison of liberal _
studirs gtédpates withlpiofesaionally traiqed teachers? If such
leaders ﬁad‘tc pass through a formal seleqﬁdon process to become
jurors and judge the value of teacher education, tﬁgy would likely
be excﬁ;ed as biased; i.e., their own "success"” in spite'offthéir
Iack'of any pxofessiqnal traiping’prediaboaes thqm to overgeneralize
the values of general studies'ynd to underValuepprofessional
education.

In bdrt, the Qiliingness to utilize untrained graduates
also reflects the_belief'tpgt knowledge of subjéet matter is not
;nly an easentialvréquitement'for teachers, but the only basis of -
everything a good teacher really‘neéds. The reason thbs idea
éeraiata is that it (once again)“reflecta our own biases as co;lege

»

graduates. Reasoning egocentrically and ieflectfhg\upon our: own
experiences with tullege teachers, we ask a queutioﬁ\@hat appears to
be a reasonable one; "Why shouldn't high school,and elementary

teachers be made to meet the high standards of our university

,facglty (few of whom ever study methods of teaching and all of whom

are experts in their fields)?" .

The persistence,ofﬁthis assumption is worthy of some
analysis. ‘Fblldwing are twenty conditions of university teéchiﬂgz
the better the university and the more advanced the particular

K

university course, the more likely these conditions are to be.

43




accurate descriptors. Consider each of these conditions in terms of

/ teacher.

. * lc

2.

. 3.

" 4.

10.

11.

¢ 13,

15.

“how it would compare to the work of an elementary or seconéary

~ Failure is the studeht!s responsibility.

-2~

L4

College teachers frequently decide the actual number of atudents ‘
to be allowed to enroll in a particular class/section.

College students’ are not required by law to attend.

Absence and lateness are the student's responsibility.

There is seldom, if ever, a need for direct discipline or
physical management of students by faculty. (Faculty are‘to

.call the campus police if there is a 'serious' problem.)

Faculty oontrol the hours of. instruction; they may even extend
or cbange the time of a’'class or caucel a class.”

Faculty do not assume and are not held responsible for the
motivation or interest of students in the subject matter.

Evaluation methods and triteria for grading are the course

.nstructor's prerogative. \\ . ,

. \ : -
Curriculum, syllabi and catalogue blurbs are subordinate to the
instructor's choice of specific content (academic freédom).

Instructors are nofrequited or expected to know anything about :
students. (The lesas they know. the more they are perceived as :
"fair.") : . . )

Faculty are not expected to compensate for language
deficiencies, learning disabilities, or handicapping conditions.

Individual help or attention is a matter of faculty discretion. :

Individual. out-of-class or after-class help, or any personal
conference, is at the discretion of the faculty.

Readings, assignments and use ot‘pll learning materials are at
the discretion of individual faculty. - 0

All instructional methods used are at the discretion of the
instructor.
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16. Faculty need ho supervision.

1

'17. Little stamina is required for the teaching function (6 = 12
houra per week is a typical teaching load).

18. Teaching is an amenable, pLeasaﬁt actislty. Sitting, standing,'
- drinking coffee (even smoking) are frequently permitted.

19, Individual faculty may selecgvsubstitutes or ‘'guest lectucers.

They may skip a class.to go to a conference. They may assign an
assistant to teach a class. '

-

20. Individual faculty frequently determine what teé@g’or )
: experiences will exempt students from "their® .courses.

fhere are.eaailfaano;her 20 conditions of college teaching
wgicﬁ can be éitéd:to support the contention that cdllgge |
1n§truc§ion_differd)siénificantly fi;m_tqachfng on'the'elementary or
- secondary level. There-is a190‘substantial evidence that college
s;udents and faculty'themselvés“dd'no; believe that faculty members
are necessarily effective tééChef;i But in order to dramatizg/the
naivete of using college faculty as a model, I am willing to make ,
the remarkable assumption ﬁhat,éollege £eagh§rs are all sati?chtory
téachérs. Assuming that moaggzéllege 1n§truction 1; sound because
it epitomizea'thelinstruétor's expertise, what would juatif& ﬁaing
. the work of a;cdllege instructor as a‘basis for comparison with
teachers in elementary and ﬁiqh'achools? Is it reasonable to
compare peqple who are locked-in as ?ureaucratic functionaries
(i.e., teachers in schools) with university faculty whose role
epitomizeg the freedom to do what.one pPleases and get paid for it?
- Is it Qéasonable to compare an 1ndividdal who must discipline,

motivate, and bear relponuibiligy for what students learn with an
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individual who can aimply eschew such tedium?

Those who point to acholarship as everything a teacher

really needs nust deal with this issue: On what basxﬂ can the work

7'of a, scholar be compared with that“of a teacher in elementary or

, 1

secondary school? To thoee who are to any degree:familxar with the

day-to-day work demands of a classroom teacher, it is likely that

'there,ia no role further rembved from the life of a scholar! -

o

~. We aleo know that many,univereitiea value research and’

pubiieatiomre than teaching; the better the university, the'

greater th phasis on research.. Ie,it necessary to prove the

v e

contention that many great teaCherS'do‘not ever‘make tenure in our
leading institutions? How can euch a situation be a model for .
advocating that teaching would become reapectable if only it were

4

based on genuine acholarehip? f\ '

-
.

But obviously, the personal predispositione of successful
leaders, or the models of’ the college\teacher/acholar are not the
only reasons it has once again become popular to utilize liberal

studies_graduates as teachers. Another*partial explanation for

- using untrained graduates to teach, but not permit them to ;unction

in other professional roles--roles they could perform as well or
better than rany of the present incumbents~-is that we du not
believe that untrained teachers are a riek-:certdinly not the

difference between life and death., If some untrained graduates

_prove to be not as able as others, it is viewed as an unfortunate

occurrence, but not as a matter of the highest priority in the lives

46 .
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oEf%hiidren~or—youth:-ttfie—uot=3—mxtter‘equal in importancelto'
being hit by an unlicensed driver, or having a eerioue'illneaa
diagnosed incorrectly. Those who are'prone to advocate the use of
untrained teachers are-not‘overly aensitive‘to'the poseibilitiea of
any depilitating, long-term effects. The willingneaa to utilize
untrained teachers reflecta an aeaumption that teachere' potential
impuut (poaitive or negative). .18 not likely to have any important
consequence for one' s future life opportunities. There 1is, howéver,
mounting experiential evidence that the willingness as well a5 the

ability to engage in lifelong learning willp for many, be the

'difference between a productive, fulfilled life and a vacuous,

° §.
’

unsuccessful one and that the‘experience of naVing had even a few
effective teachers can be the critical differenbe:
Thue far we have’cited the proclivity of leeders to reason =

egocentrically about job preparation, their commitment to the
college teacher model and their diebelief in teaching ‘as a life and
death occupation. There are other.explanatione for the widespread
willingness to use untrained veachers: some of theue are well
intentioned, such as the need for more math/ecience teachers; others :
are less well intentioned, such as school superintendents who -
distribute emergency licenses to friende, relatives and political
supporters in much the same way as any political.haek distributes
patronage.

.'ghere is also the pressure which comes from increasing

[

numbers of liberal studies (and other) graduates who have not yet

147
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established their career.lines or entered-aléraduate achool and who
simply'need a job for a year or. two.

The growing number'of‘private schools .is another source of
‘influence. As more and nore uncertified‘people actually teach, the

"yneed for profesaional preparation will.lnevitably belquestioned”by

more people. . | : o H

Professlonal educators feel threatened by these rationales
.and are puzzled about their inability to make others understand the

obvious logic of fheir case. How can any reasonable objection'be

IR 2

- made to future teachers learning something about discipline and

class management? After all, public opinion polls -constantly repeat ;
the finding that this is the public's greatest concern. (Gallup,
1984) $1m11ar1y,.how can,there be any reasonable objec¢tion to: ' ’”
future anchets knowing something about the nature:of

. ' ,'ehildren/youth, or how they learn?

. There are two responses to these apparently reahonable

- demands from teacher uducrrorsz' rirst, opponenrs pf teacher
'education argue that éhevprofessionalAprograms are so bad that thede
promises for delivezing éll thi; ne . asary peda;ogic knowledge are

not delivered upon; and second, that there is a limited number of

courges which can be offered in any four-year curriculum and that no

matter what the rationale for more pedagogy, it will drive out even

more necessatry 1iberal studies. Professional educators have
labelled this problem 'living room'lor;'breathing gpace" and have

proposed a fifth year for teacher education. 'While a fifth year is

48
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- desirable, it wil} not solve th§ qompetition"betweén ped#gogy and
liéeral studies because the fifth_jear will 1nevitably bé devoted-toi
intern teaching and will have limited opportunity fo; additional
coursew&rks The proponents of iiberal sﬁudiea‘conteﬂd that even if
-4 fifth year were added, liberal studies, not pedagogy; shouid

supplq?ent an} internship or full-time teaching. They point to thé '

fewer number of academic courses taken by teachers (as compared to

liberal studies graduates) and attribute the lack of excellence in

curréai';éhools to a lack of academic subject matter in teacher,
~ education. |
. Agcording to a rec?nt summary of courses in qqademic énd iﬁ
professional areas, the Edﬁ;atidnal Testing Services (1982) notes
that there has been a decrease 1n'pedagogy courgework and an

&

1ncreasé in arts and science éouraes. !
' .when all ‘the arguments shake down, the ovorriQing reason
for qalnglliberai studies graduates is not based on logic at all,

- and is only in part attributable. to the foregoing contentions. The
most important reason ‘for using liberal studiel graduates is need.
Since 1800 when thehLancasterian method'washadopted in New York
City, because onc master teachér could teach 1,000 pupilo by using
monitors, there has been a persistent need for teachers in large
urban areas. ack of teacher education has never prevented large
nuwbérs of cql'agg graduates from temporacily "covering® classes as

they pass thrbugh the profession. Ptiq; to the begtnning of achool

in September (1984) New York City, Chicago, and Los Angeles revealed

49




. varying needs for between 1,800 and 3,500 teachers. In some cases,

/énd yoﬁth we would find as great ah unmet need asmuewtindvfom”’;“

v -48~
4

whole atates (e.g., New 5erley) implemented plans to meet needs for
teachers with unprepared graduates. and the number of teachers.
needed will increase during the year as many of these beginners

resign. The science/math needs which have persisted throughout this

' e ]
ISR

century have aimply'overlayggigglgﬂgndemic’situationféh&’will“”

The rationale of need is .used by supg;intendents; state
certification officers and other profd; 'ﬁnal<educator; just as
'frequently as it is Giéd by those elchewiqg t.eacher educétion.n Tﬁe
assumption is ghat anybody (lite;;li;:‘any body) is betﬁéé than .
dividing-a,claas among other teachers, using mediated inﬁtruction,

using monitors, or having unsupervised study. I would hypothesize |

that if we examined the need for dental care among urban children

]

teagherg. but notion of professional standards, however, prevents us.
from using liberal studies graduates to provide these needed dental
Serviceé, when, in truth, many of these graduates might do as well

or better than beginning dentists. There is also the'feeliﬁg that.

we wouldn't want to injure children/youth in irreparable ways. The

reason we would not permit a collgge graduate to inject some

novocﬁin or pull a tooth (behaviors that are successfully per formed

by igiite:atgs all over the world, every day), but would perm#p, v
even encourage, an untrained individual, to beéome iﬁvolved with a

child's mental and intellectual devel.nment, are not always
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logical. We can be certain, however, that while need has been and

remains, the primary rationale for circumventing the teaching
profeslion,f_it_has not eucceeded as a rationale for circumventing

other'professione. An operational definition of a profession might,

therefore,\be stated as £cllqy§= 1f need, even emergency need, is

not generally accepted as sufficient juarlficetion for untrained,

‘unlicensed individuals perfOrming the services, then the services

~

may_be considered tc be of a profeesional neture.
Summacy

| | This section began with tue assumérion that rhere are
plausible arguments. which might clerify.the debate berueen teacher

educators and thoee who see little value in it. Some of the

problems of leaders who reason egocentrically.were cited. - The use™

PR}

_of.college- teaching as a model of excellence for lower schools was
uanalyzed. The iseue of the finite four-year curriculum was

, discussed as one basis of professional/academic competition for
unluersity courges.-.The longstanclnq argument of "need" was cited
as the fundamental motivetion for uainé college greduates without
keacher preparation.. Almost all the arguments commonly put Eorward
by thh sides as "logical® may actually be based on egocentric
reaedh\ng,‘pereonal predispositions, or unreflected-upon reepenaee

to a predictable historic need. One may wonder, therefore, whether

the '1ogic<\of any of these arguments holds the power to change

beliefs whiéu\are held on idiosyncratic bases.

[ |




" . draw some coriclusions which are worthy of reconsideratomn. . Foilowing

Regearch.

! \

‘This 8section aeekswto~answer'fouf'euestions; ;What evidehee
1eithere that teacher education makes any difference? Is there
evidence for believing that skills taught in teacher education‘can
affect the learning'of children/youth@ po follow-up studfes
indicate any value of ptofess;o;el‘edueation? B

A recent study by Cornett compares teachers with arts and

science backgraunds_and teachers with teacher education'backgiounds

®
/

in three southern states. (Corrett, 1984)f Because some of the

general media have reported this study as imoviné that those’ with.

_liberal studies backgrounds do better than those with professional

preparation;'it might be useful to discusg thielteport in some

‘detail. The researcher, while morevfactgal than the media, does

o

is a brief analysis of the four parts of!the sfjf;/aﬁd an evaluation

'of its final'discussion section. Pl

-

The fxrat of the four studies is based on a sample of 267

provisionally cextified arts and science graduates teaching in

~

Georgia who had passed the Georgia Cerbification Test., Only 18 were
- " . :’ ! )

in their first year of‘teaching. 249 of'these provisionally

3

certified arts’ and science teachers ha& been teaching one to thzee

years. The teet itema reflect the cutticula of the Georgia pub11c

|

schools and cennot begassumed to teét“the liberal studies or the

. | s : . - &
professional studies knowledge of the subjects, “m . items were not

'drawnlftom aome univetse,df knowledge that purportedly represents

?

. 92




P - S RN

the university programs of either group. - The fact that\non~teacher

education graduates acoreg.blightly higher tHan teacher education

- graduates, at the bachelor}a'level;,but lower than the teacher
-education gradqates at the master's level, might be eiplained in ‘
- - _ humerous ways other than,the fact that one group had a liberal |
stodiee college progran and the other group had a érofessional,
program. -Since the test meaaures hnowledge nf the Georgia achoole
‘ curriculum, it may well be a measure of the degree to which teachers
with one to three yeare of teaching experience learn what is in thé
A stated curriculum. The finding, therefore, that teacher education |
graduates scoré higher than - liberal studies graduates- in math and
] science ahould’not convince,anyone-that teacher edugcation grd%uatee
’ﬁnow more math and ecience_than other graduates. Ithmay sim91¥
reflect that in the course of theireteaching experience they have
becone more familiar with the Georgia curriculum. A similar ’
interpretation might be placed on the finding that. non-teacher
education ‘graduates scored higher in social studies..or humanities.
As Cornett states, " ... the test was designed to test minimym
competencies'and its content is no more -omplex than the content of

AN i ' o

-the Georgia public schools (1984, p. 21). A-more interesting

¢

queaticn here might have been: what is the relationship, ifoany,

between all teachers' knowledge of the stated school curriculum,

\

. what they actually teach, what their students actually learn, and
what their students are tested on? In any event, it would have been

just as logical to divide and compare the teachers on the basis of

/

i
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] . l
o compare them on the basis of their college preparation.

o

. . The gcond‘purt of the study compared two groups in
o 3

Louisiana who ad passed the National Teacher Examination-—thoae

. | : ~with temporary and those with regular certificatqp. It is important-

to note that 'th population was C mposed of all teachers who R
"3 .
received certificates to be employ d in the state of Louisiana from -

¢ ©

July, 1982 to. July, 1983; all had met the minimun NTE scores - -

%

necessary to be c;rtified. (CornLll, p. 23) In the group~of'

-

temporarily certified teachera the average number of Education

T e
-

coursee .taken was 9 5 hours overall and 13 hours for thoge taking . "

//Z/ he elementary education portion of the teet. A random sample of

s ¢ N ‘

105 regularly certified teachers, who were graduates of teacher

"education programs, wae\Hfawn to ‘8gerve as the compariaon éroup.

N [}

The weighted Common Examinationa Test (WCET) which wasg used.

~°

asseased professional education, social studies, written,Englieh,

Asc}ence and math. A comparison was made between composite scores =
for all teachers in the two groups and for teachers with no - Lo \

" Education hours. TemporarflyGCertified.teachere and teachers with T

no Education courses scored higher in cbmposite'scores.than the "

regular .y certified teachers. On the elemeﬁtary education area‘bf.,

the test~-a test of profeesional content~-the regularly certified

teachers scored higher. The researcher concludes that the reason

temporarily certified teachera may-have outscdred regularly

certified teachereﬁqnlcompoaite scores was that "General education

t s . %




or specialized content may make up for the lack of education courses

(on a teat weighted more hepvily toward general education and
\ y

, pecialized content), or poesibly there were undetermiate

\

differences among the groups. It ie interesting to nota that for

the more specialized information (professional content) ... the-

’

\

teachere who had not completed a teacher education program\(an

" average of 13 hours of Educetion) did not score'as high as those who

o

had.® (Cornett, p. 27) -

Again, it must beﬁgoted that this is not a comparison

between liberal arts graduates and teacher education graduates. It

~compared temporarily certified teachers, who had already passed the’

N.T.E., with regularly certified ones. Ite findings would support

the contentioh that the more‘ﬁducation courses subjects hatgg the

higher their scores on professional content areas of the tests used.
The third part of the study reportg a compariaon of

clasaroom perﬁprmance by iiberal studies graduates and teacher

... education graduates in a metropolitan school district in Georgia.

The numver'Zf provisionally certificated subjects was 21; 18 werel
qeconoary teachere, 11 were in their first year, but the group
averaged 2.3 years of experience. The conparieon.group included 27
subjects,313 secondary and 14 elementary with an average of 7.3”
years cf experience. A second sample of 21 teachers nith 5.2 years
of enperience was also drnw?;' |

Both samples of t#achers with regular certificates scored

higher in performance thah those .with proviaional certificates. In

g m———
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j

certified teachers was drawn as a comparison group. The North

g -54-
s '// . V
fact, most of the regularly certified teachers received perfect or
hear/perfect scores on their competencies while the scores of those
! , ) ' S
witﬁ p:oviaional’certificatea were widely distributed. The
/

:diépasaionate researcher comments that “The principals may tend to
| ) :

s

»r7&e an experienced teacher high on all categories because of other,

f#ctoré.' (Cornett, p. 3ff )
I - : ’

| ,
i . The fourth part of the study compared test scores-and
i . » . : .

/performanceebetween proQisional and regularly certified teachers in

]

North Carolina. Those with provisional dértificateg (N = 191) were

employed at some point in a five-year peiiod and included 31 with

‘ less than a bachelor's degree. A random sample of 348 regularly

_Carolina Department of Instruct .o requested on-the-job evaluations
of these 539 teachers. 292 were returned. The return rate for the

probisionals was 59 per cent and, for the .regular teacheré)\Sl. In
L ' non \
addition, N.T.E. scores were used, although some unknown number of

scores were not available. “i
Findings indicatéd that the mean scores for all performance

[}

fevaluatibns of all teachers did not differ £ the two groups,

/

!
i

 .Years of experience did not seem to matter and almost half of the

SN

' ) . \\. . E
teachers were evaluated at the highest levels. Less than 3 per cent

scored in the lowest range. The researcher concludes: "The resu;tsﬁ
,\ ) ‘l,‘l

call into question whether or not these instruments are N /

. . ) \‘ /:/
discriminating enough to reveal real differences that might occury

.'II \

between teachers, regardless of how they were prepared.”. TS

{Cornett, p. 41) ' //




concludes: "... arts and science graduates outscore the teacher
education group to-a slight degree; (but) tiue scores should be

interpreted as roughly equivalent.” (Cornett, p. 41)

oA
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Regarding the written examination, the researcher

In the Discussion Section of these four related studies,

the researcher makes the following points:

3
..g:\\,

"Graduates of arts and science programs who had -
provisional or temporary certification generally
outscored teacher education graduates in tests of
general knowledge and -profeasional. education ...
(l.e., where 40 per cent of the score was weighted
for professional education content.)

The Gerorgia data revealed a greater difference
by level (bachelors, masters) than by the type of
degree, although at the masters level, teacher
education graduates outscored 9rts ‘and science
graduates.,

Teacher education graduates iin elementary
education outscored those who wexe provisionally
certified in Louisiana, v

The differencen for the elementary and
-secondary fields may indicate similarities in terms
of content focus at\the gecondary level for both
teacher education and for arts and science
graduates. '

The data from these studies indicate few

differences in on-the=job p rformance.

The data from Georgia Metroleitan district do
indicate that teachers who are rejularly certified
receive a better rating than those provisionally”
certified.

-
\

The North Carolina data revealed no rea}\\
differences. _ VAN
i ’ 'r . ~ .
Evaluation iustruments have not been validated
against astudent learning.” (Cornett, pp. 45-47)

i
)

4
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Thege are surely different points than those in the popular
press. C /

/
e

After reading this report/n/oolloague of mine wrote the

X

following reaction. “We first hdve, to establish that we have
comparable samples. We kn /tnat aocio—economic status levels

1

1nfluence performance on standardized tests. - The best estimate is
that SES'accounta for 25% of the variance. So, if we were to
compare Education students with liberal arts students, have we
‘= controlled for SES? If we compare certified teachers with people
wn//enter teaching without certification, have we controlled for
/////EES? I ask this not onlv about SES, of course, but sex, race and
a previous achievement records. The Southern Regional Education Board
report does not once describe the samples it is oomparing. There
are 80 mani (poesible) 'explanations' for the differences.or lack of
«rfferences in the findings--that the data themselves are almost
dangerous:' .+« 1 worry about contributing to a data ‘base without
promidingideacriptiona of the samples and without delineating how
" the samples were selected.” G-Ratho, 1984)
‘Mf interpretation of what the research really found out
might include the following:
L A test of school curriculum content is not a test of the
content in either -an arts and science curriculum or a teacher

education program. It tests who has learned the school
curriculum.

2. Arts and aclence graduates who: 1) self select to enter
teachings 2) who are able to pass (minimum) state tests of
certification; 3) who actually teach for a few years; 4) who
have inevitably recelved some on~the-job supervision and help

o8




- claim a fifth year program is the bust way to prepare t&acher .

=57~

from administrators and other teachers, will begin to look '
(and test) more and more like regularly prepared teachers.

3. 1f you have the- atate department of 1nattuction write tota
ptincipal or a ‘superintendent who has hired a liberal arts
graduate for- an evaluation of that teacher, he will either
not respond or send back a laudatory evaluation in order to
protect his’ decision.

ol
3

Finall!g,it ahould'béﬁnéted that many teacher educators

These programs involve allowing liberal arts gtéduates with g
academic backgrounds who self-select themselves, to begin’ as/r gular
teachers and to. simultaneously take a few professional gpérses
Ther~ must also be proviaion for tegulat_on-the~]ob/§dpetvision. I.
have a very strong sugpicion thaﬁ this type of €9té;h' who ﬁany‘of
us believe makes the best teacher, is regtegsnééd quite héavily in -
the Cornett studies. 1Instead of lgbe;liqg/;hem “fifth~year teacher
education a;udents,' however, they ar g;signqted "liberal arts

Q;aduafgs' because they are in d{}gf;é schools and colleges and not’
in one, identifiable prggram./(ﬁﬁile I cannot know thé‘éxact numbet
oflthese 1néividuala, neithég does Cornett. Based on the study

report itself, I would”estimate that almost all of the Cornett's

”1ibera1 arts' teachers havq takerr or are taking some education

i
A

courses 9ach year, and that they are teceiv;ng tegulat supervision.
I woq;gf all these persons "interns."

| It may well be that, 1&\futute‘studles, liberal arts
graduates can score higher than education graduates on written and

per formance tests, but to conclude that we would need samples of new

Yl

09
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graduates from both groups, who.ata matched and who-are | _\
*uncontaminated” by on-the-job experience, ".elp, or doncurred‘
profeasional courﬁewotk.where is nc question in my mind that,jin
future, there will be such wel. done studies which do show tp;t some
liberal arts grdduates, prior to any teaching experience or{i |
coursework at all, do b;tter in praciiqe and score higher on sgate
examinations than some teachers with pfofessiongl educatiq; énd"
experience.' No present study has done this. y/'
'One explanation for this: dilemma is that so m#%y'of the

vmportant teaching skills,.or dispositions, are not thgse associated
with teaching per se, but are aaaociated with being t7Lughtful,
being kind, being sensitive, being weli-read and beivg energetic.
«e+ We could w:ite an examination for teachers that/tested arcane

knowledge, but such items would be ridiculed both- by the public and
S |
by our colleagues (and us) as being irrelevant and, in effect,

-

dishonest."” (Raths, 1934)

Thus far, what gyidence there is generally supports the

contention that teach;t education does make a positive difference.

)

. Studiea which comgare on-the-job pe:formance of reyularly prepared

/
teachers and thése with little or no teacher education very clearly
/

‘favor thosgfwho have.completed a teacher education prograsi. Two

v A 1]
except/ﬂns are a study in which lay petsons (e.g., an electrician)

Lauqht a unit lasting a few hours to high school students who then

;scored higher (not aic *ficantly) than students taught iecular

teachers. (Popham, 1971) Anotperystudy reported tnat students

60
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A

taught by student teachers (who had had education courses but who
were inexperienced in teaching) taught pupils more than experienced |,
teachers (Bausell and Moody; 1972). - . 4

In New York State, principals using a ;ating scale found .
that provisionally_ce:tified tmachers did 1€ss well than regulaily
.ce;tified'onesu (LuPone, 1961). In Florida, fi;st-yea; teachers who
“had completed:teacher education céptsework were rated higpef than
those who had not b; éducatoza«and lay persons (Begry,‘1962).

' Another Florida study supported the contention that more positive -

reports froTiprincipalsl(and”highe; MTAI scores) 1ncreasedlditectlyv
witﬁ the gxtént of teacher education (Gray, i962). Again in S B o
Florida, a study of first-year elementa;y teachers found°thgt pupil - - ;ﬁ%
achievement gains were signif;cantly related to hours §£ Educ$tion_" ' f} *
courses (Hali, 1964) . In another evaluation using administrators’ | ’ A‘Qﬂ
evaluations in éloridg, protesaionilly certified secondary te?chers |
weré-rateq higher in tegching skills than those who{were | ‘
provisionall& certifié& (Gerlock, 1964). In‘a longitudinal atudy
in Georgia, regularly certified teachers were rated higher than‘
those proviaiona11§ certified on the basis of self-reports, pupil
perceptions and actual classroom performance'y(aledsoe, Cox,'
Buvnham, 1967). Uslng MTAI scores, intern certified teachers acored

higher than those provisionally certified (Mette, 1971). 1In a

study of beginning teachers, principals rated arts and science ani

1

professional graduates no differently in knowledge of ;ubject
' \

matter, personal characteristics or planning, but teacher education
. 1 \ |

¥
I

o




graduates were rated higher in communication skills and
. } '
consideration of pupils (Copley, 1975).

On the.basis of reaedrc availthe. I would say there is

‘some systemhtically collected data to support the'contention that
‘teachers who haVQ been profeusion lly prepared perform in ways which

dte rated higher by principals, la persons. and ch11dren/youth.'

There is little data which connect teacher preparation with pupils’

achievement scores. S

|

To keep dealing with this question of whether liberal

\
N -
studies graduates teach’ap well as't%rcher education graduates may

be a fruitlesslpursuit, unless the goal is to convince the

¢

individual who holds the most extreme position--that liberal studies

is all that is neceesary. The more frpitful research ‘questions.
| ' : . i \ . ‘ ' o
relate to how much teacher education, ﬁor whom, under what

[y

conditionsa? The eaaential research suo%ort for some form of teacher

education does not come from the studied compar ing various

graduates. -It is based on the following\syllogiam: teacher

\

education programs teach selected skilleJ student teachers can learn

these skills, these skills correlate with pupil learning outcomes.

' The research evidence aupportxng\the current knowledge base;
is-oue place to begin. There are ﬁumerous\summariee of "the '
etfectiueneas literature' which seeks to sp ciff teacher actiong
which can be directly cohnected to pupil le rningr

leading researchers now believe thdv a substantial

knowledge base has been established regarding several critical

v
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dimensions qf téachtng: 'active.learning'(alsb referred to as ﬁirect
inatrugtion), classroom qanqéement and teacher expectations kGood,
1981) (Peterson and walberg,-1§7§). There is substantial and
increasing evidence ;hat:pppil aqhievement can be related to .
' apecific‘teaCher behaviors in each ;£ these three.realmq.
While_teaéher educators hage always taJéﬁt‘specific
behaviors and skills to ngéphytés (even at the fisk of being
denigrated as mere 'howfto?'pednggues), the?,did not have the
aasufa&ce they now ;njoy that apecific'teacﬁing-skillalare indeed
.ﬁelated to partiéu%ar papil learnings. . ”
A related trend has &eveloped simuitanedusly among teacher .
educators who have b7co¢e mé?e gygtepatic in ascertaining that‘their
B university based instrucﬁion'ﬁas some'éffect on the-pehavi?r of '
their students. In analyzing wa somé:tgacher education programs
fail, Borg proposed four reasons: emphasis is on telling, rather
than d&ing; ;nstruction is general, rather than specific; effectiQe |
modelg are not provided3:gf£ec;ive feedbéck is not prbvided, (Borg,

, : 0y
1970). Based on these contentions, micrqteachina waa developed as

an alternative approach to teacher education. Active student .

practice and demonstrated. competence of specific skills was proposed

-

as a substitute Nor some of the traditionally strucéured coursework.

! while not every teacher education program used micro

/
/

teadhing as sucy} it was a symptom of this trend to emphasize
gpecific skills with future teachers. The advent of the inexpensive

video camera facilitated the use of video recording in university

s
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simulation laboratories as well as in real classrooms.
As Research Editor, Reviewer, and Editor of the Journal of

',

Téacher Education between 1968 and 1984, I would estimate that” at

ieast 20 articlee were eubmitted for .review each year which followed.
? pattern of demonstrating that specific bits of teaching behavior

cbuld be taught. A group of teacher education students would be

evaluated at the beginning of a course or program as not having "x'

skill. The - professor (who is also the writer of the article) would

‘

then teach ‘the particular akili or objective to the students.

' Reaults inevitably indicated that the studente who were taught the

L

skill or objective learned it.. In some cases there was a comparison

with othera not taught the skill, but in most cases the compariaon
' .was-to the etudents themaelvec. While I rarely advisad acceptance '

of such "research" for publication, I have no que¢stion that teacher

educators can successfully teachftheir'students a range of effective.

. ’ ’ \
instructional'akills. 1It. seems to me-that reasonable analysts would

S | o
accept this ‘as a reliable occurrence. S . % \

The real research basis of teacher education, therfore,\has

u

little %0 do with comparing liberal arts and teacher education O

' graduates. It has much more to do with identifying basic teaching

.skills which are. related to the learning of childrén/youth, and then

°

L

demonetrating that these skills can be taught to teachere. The
assumption may then be made that‘those who complete profe351ona1
programs and have ledirned these“gkills have a choice;’ they may use

tliese skills in their subsequent teaching practice or they mev not..

¢

’

v

v
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E copcerh with low level, practical issues and not enough fcggs on

subject matter. 'The possibility does exist, hcwevcr, that the

" this knowledge.

. of uncertified teachers, there’w#ll be incfeasing opportunities to

-63- -\

Thosc who have not learned these apecific qkills do not have such a
choice because the majority of these skills\ure neither the result

\
of comnon sense or amenable to self discovery.\

L]
\

p,’-An additional piece of. the research argument in support of
teacher educatiop deals with follow-up studies. Almost every
accredited teacher éducation program follows up soug.of its.

>

gtaduates who are teaching and secures their evaluatton of their .

) .\.\ \

preparation%_ These follow-up studiea show great concensus: \ s

teachers in practice~£cel they should have had more dite t- | g e

experience, more preparat;on for working with handicapped ‘tudents

and more specific prepuration for a range of day—to—day pro lems.

Practicing graduatel raraly request either more basic knowledge in '
pxofessional educatlbn areas (e. Ge, more learning theory) or md;e '

\

liberal studies (Habernan, 1974) (di Voss, 1981). Critics of this

L3

follow-up llterature may, of course, point out that thia ‘may be '\\

pteczsely what's wrong with present schools, 1.e., too much teacher\ _
R / \ :

v

7

teachers' perccuuiona are valfd; that they have had enough‘academic

subject matter but not sufficient teaching skills to let them use .

As more urban areas and whole states use increasing numbers

[

continue this research. It should be tequired of all thede cfforta.“;

]
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that beginning teachers' oerformance and the on-the-job training

\

that is offered be systematically evaluated These should not 2

simply provide comparieon studies among beginners but should help us

4y

)

to evaluate the variety of teacher education effort7 o \\ 0
t/ . ‘\
mary / . AN
Su_@_}nar / ' A | \
There is some evidence that provxsionally certified f \\

. teachers who have had varyinq,amounts of education courses and up to

]

t years of teaching e perience score as high ot higher than some
L larly prepared te éhers on some tests of school curriculum
con%en . academic subject matter and profeasional knowledge.l The 8
1ab|l 'liberal arﬁs graduates as’ applied to provisionally certified
teachers is uauéliy mialeeding eince it may lead to the assumption
_tha these'areA1ndividuale'who/havefhad no Education courses, no

tea hinggexperience, orynoisuperviaory help.f In truth, these
popuiationc y be self-selected liberal studies graduatee/4ho'have
alrede pass d a National Teachers Examination and who have
experienced all three forms of teacher education cited above.

\

There is much evidence to support the contention that

S — \

N
regularly certified teAchers perform at a\higher level than those
:\\g

with provisional certification. This evidenge is usualiy based on -

fhe ratings of principols, colleagues, the public and students, and
’h
not on achievement scores.
The basic research argument in support of teaching has

‘successfully demonstrated two thinge: it has established that there

ure behavioral - skills of teaching whlch relate to’ pupll achieVements

_l;
» [y




'~ and it has’ been demonstrated that teacher education progxamb can
f teachers' perceptionn of their teacher_educatioﬁ,programs.-indicate

' pumbf;a should expand what is known about theﬂb grdups and the /
. . | - ') ,I‘ .

~65f

teach these effectiveness behaviors td future te#chere.

-

. { !
. s The follow-up literature, which has studied practiging
N . ’

/

a'continuing‘demand for more é;actical teaching/skillsf : o
. . - . I /
Hiring of unprepared beginning teaghe%s in increjsing : /

efficacy of various kinds of on-the-job teacher education. /

| - : ;




Expert Qpinion - S o

In comparing the positiop o: thoserwho advocate with those

who eschew teacher education, it is possible-to compare teacher

.

education programs aa they should ‘be offered with liberal studies
programs aa they are actuallv offered. The converse is also
possible--to compare the knowledge gained by graduatea of liberal

atudies as auch programs,should ve offered;with'teacher education

a

programs as they are'actuallz offered. The discuasion'which follows

assumea'the beiti that both typea of programsnare successful'and

- ——— F)

4
~ intended in their/respective curricula. : ,°-

‘The following statement, written’in 1885, frgues that there

zean be no’ reasonable.expectation that an individual in the role of

university studen; can ever be prepared for guiding the learning of
others uTlesa he 'consdioualy reflecta“ upon, what is happening to
him.’ |

! . - ' B
< " wmere can be no doupt that the teachet should ‘have an

. that graduates arelrealizing the learning objectives which were Co

]
!
i

'

‘accurate knowledge of’ the subject he proﬂessea to teach, :

and eapecially for this, if for .no other; 'reason--that as
his proper function is to guide the process by which his
pupil is to learn, it will be of the greatest advantage to
him as a guide to have gone himself. through the process of
learning. But, then, it is very possible that althonuh his
experience basabeen real and personal, it may not have been
' ' consc*oua--hhat is, that he may have been too much absorbed
'in the procéss itself to také account of the natural laws
' of its operation. This conscious knowledge of the method
by which the mind gains ideas is, in fact, a branch of
‘ Paychology, and he may not have studied 'that science. Nor
. was it necessary ‘for his purpose, as a learner, that he
should study it. But:the conditions are quite altered when
he becomes a teacher.' He now assumes direction for a

process that is essentially not his.but,the leerner g; for

¢

g
o

©
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it is obvious that he can no more think for the pupil than
, he can eat or sleep for him. #His efficient direction then,
¢ v o will mainly depend on nis thoughtful cohsclious knowledge of
all the conditions of the problem which he has to solve.
That problem consists in getting his pupil to learn, and it
‘ _ is evident that he may xnow hig subject, without knowing
oo . the best means of making his pupil know it too, which is
' : the assumed end of all his tedchingj; in other vords, he may
be adept in his subject, but be a novice in the art of
teaching it. Natural tact and insight may, in many cases,
rapidly suggaat that knowing a subject is a very different
thing from knowing how to teach it. This conclusion is
-1ndeed ‘involved in the very conception of an art of
'tewching. an art which has principles, laws, and processes ‘.
pecuuar\to 1tse1f. (payne, 1885, p. 112) o

‘dy Advocacies such as these were powerful forces for change.

Higherx education then spent the next 75 years developiny the fields

-~

of psychology and educational psychology. By 1961, almost every

‘practicing teachei h;a\studied‘theories +nd principles of 1egrn1ng¢

) o as well as observed and practiced them. The arguments seem to héve -'
} . o reve;sed themsélvea. Now the'problem of knd;ing aéademic sdbject

#mattef well enough was advocated by a leading psychologist as the

_ best waf to lead pupils to intuitive (higher) forms of leﬁrnlng.

o .suThe warm praise that scientists lavish on those of
' their colleagues who earn the label intuitive is major
evidence that intuition is a valuable commodity in science
and one we should endeavor to foster in our scudents. The
case for intuition in the arts-and social science is just
‘ ~as strong. But the pedagogic problems in fostering such a
A\ '~ gift are severe ... It requires a sensitive teacher to
‘ distinyuish an intuitive mistake--an interestingly wrong
| . leap~~from a stupid or ignorant mistake, and it requires a
. teacher who can give approval and correction simultaneously -
! to the intuitive student. To kihow a subject so thoroughly
| that he can go casily beyond the textbook is a gredt deal
| to ask of a high school teacher. Indeed, it may happen
| ' occasionally that a student is not only more intelligent
than his teacher but better informed, and develops
intuitive ways of approaching problems that he cannot
. explain and that the teacher is simply unable to follow or
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i

!

'i - recreate for himself. It is impossible for the teacher
properly to reward or correct such #tudents, and it may
~ very well be that it is precisely our more gifted students
, who suffer such unrewarded effort.7 So along with any o
: program for developing me thods of/cultivating and measuring
the occurance of intuitive thinking, there must be zome
. practical consideration of the clasaroom problems and the
' limitdtions on our capacity for /encouraging such skills’ in:
our s#udents <+« (Bruner, 1\961,, p. 68) \
!

It 17 clear that 1nd1viduals qho qualify as “experts" have

taken both aﬁﬁe& of the issue on emplqying college graduates who

i 0
i ' have not had, teacher preparation as geachers. It is also clear that
| 1nd1viduals/;rom both groups who have seriously and honestly

I

considered/the?problema of making teachers more effective,

l ' 1nevttably/ move closer together. | .'.

'“4ftéfffﬁe passage of the Professicnal Development Act of
|

1967 and Lfter infusing Schqoia oﬁ Education with enormous amounts

o of federa) funds, the U.S. Officé of Education deplaredAl970 “The
Year of the Liberal Arts." A c?hﬁerence, then a volume, was
proauced which was intended to,jonce and for all, iay out all -the
iséues‘of thé-cbnfrontatibn beéween academics and eduéﬁtignists andA

resolve them (Bigelow, 1971) In print, hqwever, the liberal arts

} professors sa g a paean to the new forms of 1ibera1 ‘studies which

were being dev&loped to provide greater life meaning to students who
. had become more\focially conscious. The teacher educators, for
) their part, call\d for greater integration between liberal studies,

professional studies and school practice, as the means of addressing

the new social realities. How surprised (disappointed?) both groups

might be to see thelir successors (in 1984) still rearguing these
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same isaues bu£ coming to an opposite conclusioné that only the
6the: side's bailiwick is ih need of a drastic overhaql.

o In reconsidering this long standing debate,aa-few
individuals have made -contributions which have satisfied both the
academics and the p:ofénsional~educators. The nature of their
cont;ibution has been such that the’ academics could rightly claim~
that well taught liberal studies courses would teach students these
universal principlea, while professional educators *ould argue that
a sound teacher education might also teach those sane things. Louis
Raths' "Modes of Thinking' is one such contribution. (Raths, 1962)
The ten modes described in terms of children's £h1nking are:
comparing, summarizing, observipg, classifying, cr;ticizing,oproblem
solving, analyzing, imagining, planéihg and interpreting data. Both
sides see their particular curricula as preparing students who have
learned these modes of thought, who can recognize them in others,
and who can fosater them.

Moré‘recently researchers hsve developed exhaustive liats
of behaviors which are‘inténded to guide universities 15 assessing
gheir students' skills--students in all schools and colleges. while
referting'to.theae skills as "interpersonal," they appear to be very
ﬁuch (suspiciously?) like pedagogic functions: *mentoring,
m;naging, leading, negotiating, supervising, instructing, |

0
consulting, entertaining and persuading.” (Breen, Donlon, Whiteke;,

1975, p. 101-1063)
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Under nine catago;ies, 102 épecific akilla\axe listed: for
example, hndet mentoring ia “asks questions,f; under man&gin§ is
| “sets goals.and perfotmanck standards”; ﬁnder leading is
'motivateq'; unde;‘negotiat%ng‘ia 'tecpncilés bpposing viewpoints®;
under supetviaing 1a'5assiq s tasks"; under instructing is "uges
demonstration and role play#ng to téach subject matéet': under
] :
consulting is “gives'in50tmation and idea§ based on experience and
_training';'under entétiaining is "gives support and assutance";'pn§~n
undef persuading is 'Qéacribea and explains advantages of a program.”
(Breen et a;, p. 103) |
There ‘can be no question that these specifications will
serve as pteéutaats for developing a standatdized test for liberal
, a:ts-graduatee to evaluate the efficacy of liberal studies
programs. %ﬁile5511 102 “interpersonal skills" cannot be listed
J here, it should be clear from the nine_examples cited above that éhe
goals of many liberal studies are, 1n.effect, becoming very much
like the behavioral objectives Qr competehcies of mgny'teacher
edchtion programs.

It may very well be the case that?a substantial hnd growing
portion of subject mattef‘that wag developed as "professional® is
now also found in the liberal studies curriculum and vice versa.
This is not a criticism: it is cle#t to me that many skills of

teaching are supurb tools for interpersonal relations, parenting,

and cornmunicating.
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In many universities the deéiaiqn of which college,‘or
curriculum, a course is offé:ed“ip mayxge explaihed by institutidnal
history or politics rather than ;y any systematic planning for the
clear division of subject matters. Child developdént (or child
- psychology, or child study) can be found in several colleges within
mpst univeraip;ea, Similarly with adolescent development.

Soqiplpgy courses in general/liberal studies frequently deal with
much of the aametcontent'ﬁs mhlti-cdltu;SI or human relations
courses in Educatioﬁ.» Linguistic courses in liberal studies

) frequentlQ deal with much‘of'the same'content as'languagé afta
courses in Education. Tﬁia kind of'overiap is also not unheard of
in gesting and mentgl asse;ament. the everyday uses o£~computerh.'or

o

in research methods. ' In areas such as history and philosophy, there

is a clear overlap in muchrof the content offered to liberal qtudies
students and tn Education students. )
One conclusion that‘might be drawn is that this overlap is
undesirable--i.e., an inefficient wayrto'fun a university. . Another
.conclusiaﬂ might be that much of what was formerly regarded as
profeasiona; éubject matter has becomé aolwidgly accepted that it is
gener'ic; every educated person, in effect.tneeds to know something
abogt mentoring, managing, leading, negotiatiné, supervising,
instructing, consult;ng, entertaining, and persuading (provided we
lable them interpersoﬁal skills, not pedagogy). If there continues

to be an increaging‘drawing together_(overlap) of liberal and

professional studies, there should be no reason to expect marked
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differences betweel: the scores ofAmany'libergl studies graduates and.
their professional counterparts on tests of teacher competencies.
Summar )
| Futﬁre teachers need more than learninq"about'
éaychological principles of léqrnihg or other 6ont?ﬁt areas whjch
have come to be accepted as fundamental to pedagogy. The role of
college student{ whether in libefal studies or professional |
progz@mg, requires students to Eonsciously reflect ﬁpdn the frocess
of learning as they go fhrough it. It is this awareness of kniowing
how they have~learneé which is the bas;g of thei? guiding;ghe
learning of 6thers. 4 | “ i
o Many qf those experta'whose scholarship now forms-ﬁhe basis
- ' ' fbr pedagogic_atudy hivp come to recognize the great teaching
. - » .
potential of graduates with strong Bubj;;t matter
expe:tige--particdlariy in the teaching of higher cognitive skills
to all pupils and in tﬁe te;ching of the gifted. .
gho_trcnd to 1ncrgased@evhluation of liberal studies
programs has led to greater objectivity in the'ﬁay many college
prdbrams now state théir goals and objectives for students. Whaﬁ
seems to be revealed by this trend is that mény'libetal‘studies
.objeeuives-éte almést the same as professioﬁal studies

objectives--with different nomenclature. It may well be the case

that many liberal studies students are now inadvertently preparing

for teacher competency exams by the study of pedagogic skills and

knowledge under different labels.

¢
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Experience
' Experiential evidence rs uauglly regqrded as less powerfql
tﬂin'relearch (eyatematicélly collected data), theory, or expert f o
opinion. (Power of knowledge refers to its ability to explain’ .
present behavior and‘to preéict future behavior.) In teechirg.f
" however, it may very well be the case that the cumulated wisdom of
.teachers and teacher educators frequently provides answers to,|'How
do you know that?,” which are,more power ful than the other forms of

‘knowledge.

o -

The problem with experiential knowledge in settling
controversies (e.g., Liberal arts graduates can teach as well as
those with professional preparation.) is that experience has the
greatest impact on the individuals who have had‘it and doesn't seem
to trAnsfer easily to others who are experience—free. For example,
a master classroom teacher with 25 yeara of experience .as a
' cooperating eacher may state, "I've seen dozens of bright{ highly
academic new'students/interns who ehow up for thelr first day of .
teaching and they are simply lost-.,. they den‘t even know where to
begin.® Such a statement is likely to have little impact on those
political or educational leaders Qho begin from the premise that
academic excellence in liberal arts is the basis for everything one
needs to know abouu teaching: such leaders might raise guestions
related to the master teacher's own academic background berore
relying on his judgment ragarding the behavier of atudents or

interns, A second problen is that some individuals have cqnscioueiy
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reflected upon their experience while otgérs have simply lived

- through themn.

,The ultimate criterion for evaluating knowledge based 6n
experience comes down tu:o avaluating the quality, judgment, and
wisdom of the individual(s) whose experience is being ufilized.. In .
th&se'cases whére.experience is'acéepted a; valuable, it is dn b -

acceptance of the individual's expertise as much as his experignce.

To be peiceived as valuable, axperience must come from one perceived
L]

4 w

go be a coqpoiuseur. Many ‘teacher educators have been :gcognlzed\\? ‘
connbiaséurs tegarding the proceaées involved in preparing others to
teach; few school supervisors ‘'or master teachers are recognxzed as
.‘connoiaaeura of thegg processes. Hopefully, the contentxons which
foliow'aré those of a.récogniied cdﬁnoisaeur who,pas integréted and
reflected upon the experiencgs of those who are less recoghized.

In 1964-65, while sérviﬂg on a task.force of a Fox:di
Foundation Great'Cities Ucban TEaéher.Educatioh Project, I was also
di:ecting and atudying vari;ua intern and fifth,&ear programs for
inducting 1iberal arts graduates’ into teaching. Much o; this work
was devoted to specifying as precisely as possible, the nature of

0

the p:ofessional preparation that could be given to liberal arts
. . . . L]

graduates in a summer session and. then have them t :gin to function
effectively in classrooms in Fall. ‘A second question we dedlt with
wag, "How much and what kind of supervisory help should these

'beginners be given?” A third. question was, "What ktnd of university

courses should liberal arts intérns take in future?" THhen, as now,

ERlC . 76




'did not produce.thg numbers of teachers needed in urban Schools. .

~-715=
"heed" required that thousands of liberal arts graduates be used as

teachers in urban areas all over America. There were three

’

conditions, however, which distinguished our situation then from the

¢

present condition. First, there was an increasing need for teachers
and mosat well'prapared, fu11y certified teacner education graduates
were self-selecting to: work in other than urban school systems.~

Second, expanding Schools of Education and the fledgling teachers'

‘unions were nbt.OVerlj cthezned about fifth-year'programs. ‘Third,

. our liberal arts graguates, while paid as beginning teachers, were

part of ‘a univeréity fifth-year program and not hired by school
districts or the State as unaffiliated individuals.
In spite of fifth-year efforts nationally, these programs

[N

Téaqhq; Compa., which was based on our Wisconsin model, also did not

provide the numbers needed.

Aa part of our Great Cities woﬁk, we met regularly in
Chicago to diycusa how to increaae the numbers of liberal arta
gsaduates into teachng. Evelyn Carlson, tﬁen’hasociate '
Supérintendent of the‘Chicago'Public'SShools, reported to us that
between“Septembe;, 1964 gﬁd January, 1965 approximately 1,000
liberal arts graduatés were simply hired as Emergency Teachers and
place into Cﬂicago clabarooms; By the end of the school yeat
{June, 1965) there were approximately 165 of these unprepared
graduates still in the clalsroom No follow-up data was kept on

what ultimately happened to these indi—viduals. There i8 no reason

17
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Tt belieVe'that Chicago. and othet urﬁan ateaa have not been
following similar hiring practicea for the last 20 years. i

These were not experiments or demonstrations to be shared

* publicly. Qt the time, with ‘the growth of ‘the Civil Righta

w

Movonent, the achool officials were underatandably chary: they did

/

not wdnt to be accused of experimenting or giving recond best tp

-minority children/Youth. deay, aimilar practices might be written

up by the media as: A fozwa:d-looring school syatem implementa the

natioral denfﬁd for excellence. | -

O
L]

. +In effect, simply putting graduates out to teach without

,making them: part of a fifth-year or other continuing education

program uses the childten/youth as screening devicea.

Untortunately, on-the-job screening does not weed out those lacking

in potential and leave'in those who will then become good teachers.

“

On the basis of 25 years of experience with intern programs in.
several states, I would hypotheaize that the maJority of the 165 who

weathe:ed 1964~65 in Chiaago (and those who "stick it out" without

regular supervision, coursework or ‘triining everywhe?e\else) are the

"gtrong insensitives.” This characterization is dérived from a

Q

paychological profile developed to assess trainees in communication

tal_lkl. e (Hunt, 1965)

u

'We found early on, and have corrobc \ted the experience

repoatedly in a variety of urban aettings, that the personal

dimensions of strength and aenaitivity could predict which interns

would be effactive and which ones would stay on in spite of their

14
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¥ lackvof efféctiveness. In aharing experiences with other. teacher
- Ae. q , Garald Weinstein, Syracuse Public Schoola), we found they : : |

g predipt!ve pereonal dimenaiona are as follows:

‘ 2. ﬁtrong-inaenaitive: This person can keep a claaa in order |

e,

77

~

: educhtors tryingato help beginnera in. urban schools at that time

were-h&ving similar-experiences. The description of these two

-

1. stFong-seuaitives Thil pei son can maintain a consistent, ,

. - orderly structure in which learners can operate, and at the """ 7 R

~ sape time indicate that he is constantly aware of what is '
'going on with the pupils. The pupils are treated as
‘important and respected persons with feelings, attitudes, and
experiencél that are worthy of attention.

and maintain his authority, but he never can .really see,
_hear, or experience the pupils. It is pretty much' a case of
him against the pupils, and the stronger will win.

3. Weak-sensitive: This person holds the interests and needs of .
the child foremost in mind, but is unable to establish the ' L
degree of order which ‘will allow him to capitaltze on his. '

sensitivity. N

. /
4. Weak-insensitive:'-iThia person ie unaware of what is
happening and couldn’t do anything about it if he were. )

(thtini, weinstein, 3968)

~: . . y

Subsequent reaearch haa substantiated our view of the

©

' strong-senaitivejaa a teachei with 'witb-it-ness' and skills ofi ’

‘ovetlapbing. (Good, p. 3) o

* With programs in which there was litr;e or no supervieion,
or where the related coursework was inaufficient,‘it was the
etroeg~sensitivee and Weak-aensitrves eho quit, the
weak-insensitivee who were eased oet,'and the strong~insensitives

who reﬁained. In effect, my experiences have repeatedly revealed

that uimply hiring liheral studies graduatea and putting them out as
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teachers will be an effective means of using the‘situation xtself as
a screeninq device for retruitﬂnq and retaining people who can

l
control urban claasrooma. without relating to urban youth.

i —— & - ‘
o’ -

The current emphasin qn improving the conditions Qf work

———

are most germane,here. While increased salaries -are a vital need,

they wiii not solve this total problem. The strong-sensitives who /
i » - f . - I .',
are neede to remain in teaching want, above all, to see their r

{
|
|
. i ' . ' .‘ ’
pupils 1earn: they are concerned about all the conditions of work /

- in the school envirdnment which impede or facilitate teaching and

learning. These conditions are well known -and have been carefully
docunented in the eﬁtective schools literature.' (Raiche.,1984)
This conclusion 11 based. on my experience with liberal arts

' miatd & & ) v

graduates having the aéademic backgrounds to enter graduate schools

. |
in several of our;}eading universities (Colymbia, Rutgers, \
wiseonain)} ‘:” o L

Summar S

v

A conceptual distinction is made between fifth year

univeraitx progr#ms for preparing liberal arts graduates as teachers

W

and retent initqatives whereby Statea appoint unprepared teaehers on
! I

the basis of examination or upon recommepdation of a district.

‘

while the practice of appointing graduates without teacher educatidn

has a long andI idespread history, many urban school districts have
- _ /
made this a c n practice over the last twenty-five years.
H N ' -‘
Whereas theae,]racticea went unpublicized in the 1960's,/they are

3
1
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- now rgvealed-opgply as exﬁwﬁies of upgrading thé guality of teaclying

e

and achools.,0

f Experience with interns in fitth year programs and with

P untrained ‘graduates, unaffiliated with any university prdgr 'a.
”. 1qdicat§u that the most promising liberal arts graduates (i.e.,
| stxong-ienaitivea) do not aray in téaching.7 Indeed, in some large
.uzpan diutricts, five out of six of 211 beginnera do not survive the
. . first year. Those who :emain in teaching tnrough the first year and~_

beyond tend to be the strong-insenaitivea.'ﬁ
| Recognizinq the inortance of highe: salarles for . present
a teachers and as a means Por attracting more qble beginners, there
are other conditions in the schools which mu;t Q changed before

1
those with the greatest potential will remaiq These conditions

1nvolve all those factors in the achool whichlt achers perceive as
influencing the tquhing-learning process in th ir claasrooms.

|

|

| |
" ' ' : Lo !

. . |
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~ Common_Sense

Cne set of anawers generated by the question,."How do you

-

know that teacher education is neceasary?' can be cha:acterizqd as

<common sense. while there is much expe:ience and expert opinion to

' o @ ~v.n

support=aome of these contentions, they reat p:imarily-on the fact
¢ ©N . U

that they are common knowledge or that they have face validity.

The firs; set of these contentions deals with the teaching
of special conqtituencigs. In forme:_times there ye:e,ﬁew pupils

with handicapping dongitions attendingfschools; moday; there is an

- ever—g:owing numbe: ot studenta with "special needs.' In %ome - A
' school districts nore than half of the pupils are diaadvantaged\ias

defined by title I.);! handicapped 1n éome way (as defined by Publlc\

-

Law’ 94.142); bilinguap or unable to understand English; lea:ning

disabled (this catcﬁ~a11 category is being ma:kedly expanded): or

membe:a of a uinquity, ethnic, or :eligioug g:oup with special

curriculum needs. The concept of mainstreaming takes on a humorcus

quality when only a small ninorigﬁ of pupils in some clasaes, or

'l
5]

- schools, can be assumed to be "normal.” In these cases, "normal"”

does not mean desirable or typicalz ‘it simply refers to, those

A

pupils left over--those who do not meet some designatzon » the

state or federal government as needing special instruction.

)

.- What ie the :ationale:fo:'placingAa iibe:al studies

4 .

graduate with any one of these constituencies? _How haa\gaining a
solid beckground in some academic diacibline p:epéred one to teach

this subject matter to nonfEnglish‘apﬂakers. or the deaf, or ﬁhe

82
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autistic, or the illiterate or the brain damaged, or the emotionally

disturbed?{ Is it teally nacesaary to design a controlled study in
|

which\dig;ingulshed liberal atudies~graduatea teach retatded and
disturbed pupils and compare their porformances to teqchers-who‘have
been prevated for reaching #pch students? H?pefplly; we can accept

the.reality that-therdfa;é large (gnd growihg) conatituehcies of -
» pupils who because ;f phyq}cal, gmotional, economic, oc‘éultural
:reasons do not show up in schoo;tévery horniﬁg prepared or able to
- learn e ahd that there are special ways AE working with such '

cénéﬁituenﬂies which requiré specific\train;ng and educaﬁion. |

A aecopd common sense argument fqr some form of teacher

.;duéation grows out of the experience of the neophyte_ﬁunctioning in

a schqoi bureéuéracy'for the first time. The mpst overworked word

in,the lexicon of the inexperienced intern or beginner p}acmd,into

the role of téacygf’ig 'iﬁbredibie.“ }It is literally béyond the

beligf Anq cogp;ehgnsion of many of‘tﬁeae beginners (who naively

expect logic ahd'teaSOn-ﬁo dominate the organization and

admie;stration of a bureauuracy), that there are so many obstacles

- -to their simply teaching. They perceiva the number of classroom

B

inéerruptions as '1nc:edible ; "the uncared for way in which some of
-the kids come to schocl is "incredible.®™ The lack of time devoted
to actually teaching is "incredible." The attitudes of the
principal, or 3ome of the teachers, or the parents, (or all thtee)
‘ is '}ncrediblq.' The materials, books, media or equiprent available
n - .

is "incredible.* And most of all, the lack of knowledge and skills
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Rpupils have is incredible. * \\:
\ : In ttu;h, ifvthede liberal\ studies graduates were to not
become teachers, but to eﬁter the arimed forces, or to begin work in
L ] H

' {
a major corporation, or to begin a cg¥eer in gyovernment, their lack

t ! \

of professional ttaining and expezienék would make their beginning
: E o : \ ,
e*periences in any of these bureauc:acf?s equally (or more)

'ipcredible.' Part of b?ing young (or fyexperienced) is the trauma
of?lcarning that all reality--but egpeci%lly the reality of having

to work in highly structured, organized, ;egulated bureaucracieg-~-is
! \

inevitably somewhat of ‘a shock to every tﬁpughtful person. There is

la (tacit) assumption in the university, where knowledge is derived

1
) .

£rom rational sources, where every procedure or decision on every

level can be openly criticized, where any aﬁpeal couched as an issue
] .
) H

: \
of fairness or ecuity can send tremors into\the President's Office,
; | ,

that the rest of tﬁe world should also be op%rated oh rational, fair

means. It is to the university's credit tha% it is probably the
poorest place to be prepared for working in real-world

bureaucracieg. The exception to this_genera%ization iéf of course,
in the professional courses. Social workers% nurses, bdsiness
adminiﬁtrators, architects, lawyers and yes, %ven teachers have some
specific.instruction and direct experience which prepares them for
working in bureaucruciea which will severely impinge on the ideal
ways professions “"ought" to be practiced. 'Li%eral studies

graduates, however, unless they happen upon agpolitical science or

!
sociology course devoted to the analysis of bd:eaucrnciea, are more
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' ligely to gradpate bright eyed and bushy tailed. A
u VIn.the absence of valiq, rgliable.knowledge regafding the
naty:e.of how fpdividuala function in organizations, it is easy to
\ .
lapse into the morass of accepting 9omﬁon sense. We assume that
schools which are complex, ritualistic, not necessarily rational

bureaucracies, controlled by special traditions and peculiar
~ ,

~.

histories, Qanaged by idiosyncratic leaders andﬁ$ummelled by a
variety of uncontrolled external forces, can be undergiood (and

managed) by simple reason. Incredible!

"Complex systems differ from aimple ones in
peing 'counter intuitive,' i.e., not behaving as
one might expect them to. They are remarkably
insensitive to changes in many system parameters,
i.e., ultrastable. They stubbornly resist policy
changes. ‘‘They contain influential pressure
points, often in unexpected places, which can . )
alter system-steady states dramatically. They
are able to compensate for externally applied
efforts to correct them by reducing internal
activity that corresponds to those efforts. They
often react to a policy change in the long run in ..
a way opposite to their reaction in the short ' :
run. Intuition and judgment generaced by a
lifetime of experience with the simple systema
that surround one's every action create a network
of expectations and perceptions that could hardly
be better designed to mislead the unwary when he
moves into the realm of complex aystems."
(Forrester, 1972) '

Another example of how common sense may. mislead us:is in

the area of job satisfaction. Common sense tells us that people who

o
- v

are satisfied with their work produce more. Some 3,300 studies.
conducted between 1930 and 1976, however, lead to the conclusion
that there is no direct effect of job satisfaction on productivity;'

S
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If there is any relation at all ig is”more'likely to be from
productivity to satisfaction:“thgt is, that ﬁigh productivity may
lead to the attainment of imppftant job vaiueq in a pérticular
social setting. (Locke; 1976)l Similarly, job satisfaction is not

directly related to.facfors such as pay, workind conditioné” stress,

o~

"and other factors. We are prone #d simply assuﬁe we. know their

> impact on individuals when in truth these factois are frequently . .

v

strained through ghe bureaucracy and emerge with uhpredicted or

coqfounding impact. . _ e
. . N

If these findings from work situations are applicable to : "

teachers in schools; it may mean that teachers' needs to be

productive are of primary -importance and that the conditions of work

¢

which facilitate or imﬁéde their feelings of:productivity might

\

actua;lg be causes, pot effects, of job satisfaction. Also, the J

common "solutions™ now being advocated (increased salaries, career

I Ay
v

ladders, improved professional development, etc.), which prove to be"

most fruitful, may be thoaq?which will more éirectly affeb; ) T

p:oductibrty rather tha?ypetceptions'of job ;atisfaction. &orkshops
which teach teachers wa;s to che~with ptress, therefore, may o
(modestly). increase job ;atisfqption, but‘arg not~t£e primary

solution. ,Not being able lo teéch prod&étiQely may lead to teacher

stress and lowered job satisfaction.

But recruiting more able individuals into teaching cannot ;
begin with only productivity cn the job. Status and regard for

" teachers are also important conditions of work .

L
o

,
1
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"It is difficuilt for public policy to
manipulate cultural norms, such as status and
regard, that might make teaching more

~ attractive. The more manipulable incentives to
" enter teaching have to do with salary and
" structuring tho quality of work life. Both
involye money, but it is difficult to foresee.a
market response in which wages will increase
salaries rapidly enough to attract those who have
other market options.” (Kerchner, 1984)

n Common sense ‘then, is a bad test for evaluatingcmanv'of the

'solutxone' currently being proposed. Higher ea’ariee,-more

respect, fewer interruptions, nore supportive service, few
. extraneous non-teaching dutiee, mqQre planning time, and
opportunities for continuing education and career development, are
likeiy to have a salutary effect. on teacher effectivenesa.‘ : .
(Corrigan, 1981) (We certainly know that the negative side of theee
factors ie"related to decreased te acher productivity ) The great
challenoe, however, will be to apply any of these obvious
improvements, to the schooltbureaucracy,ano have then not'be
transformed into an opposite effect. It has been demonstrated in
many universities, for example, that given substantial amounts of
merit salary funds, the bureaucracy can create procedures for
raising eelaries which will neve.tne effect‘of decreasing
proouctivity and lowering job satigfaction. .This is not to argue '
"against incrzased salaries, but to emphasize that common sensef

eolutions will not aimply strain through a bureaucracy: complex

school organizationv‘must be carefully worked with in the planning
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and execution of these solutions.

As important as teacher education is for preparing

)

beginners to work with learners who have special needs and to help

-

the neophyte'with the vicissitudes of an "incredible" bureaucracy,

——

there is an even more 1ﬁ“ortaht reason why the unprepared should be

prevented ffom teaching.f The practice of common sense pedagogy

.. quite frequently leads’td behaviors which are not simply poor

teaching. but which turn children/youth off to learning. Following

are just a few behavioral examples of what beginners without

preparation are likely to do when they operate on the basis of

common sense.

A weil educated, well—ihtentioned adult's common sense

"teaching” behaviore,are frequéntly a most ineffective,

9

counter-producti§e pcdagégy. Following are merely a f?w'of the most
common sense qxamplés of what unprepared beginners do. .
- The teacher wo;kq through.a seriés of math
" problems §n the blaékboard.ﬂ'hftet solving each:
one, the teacher.turns to face the ciass agd |
asﬁa, "Does everycne understand? Are th;;e any
questiona?% |
- The teacher assigns the ngme>ﬁomework"to everyone
in‘class, mov! ag th;ough gﬁc book in sequence.
2 The teacher mark%katudents' exam papers by notingo -

the students' mistakes and placing a grade at the,

top.
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- The teacher reads students'\qpmpoeitiona‘and
circles incorrect usage or apelling.

- The teacher praisvs students (e.g.{ Right,
“fine," “"correct,") without explainihg the reason

or baasis for praiee. , . \\\

\

- The teacher etructurea lessons 80 that pupi\\ .

- will always be ses.1ng answers and never trylng

te frame questions. | \\\,

» = The teacher emphasizes that gettlng assignments \\\'Q
done on time and in tull is always of greate: . \\i\
value than the qualitygof what is dore, if_xe is \\\

©

| pnly"pqreially completed or late.

~ The teacher discourages grc P aesignmente or
projects because 1? the "real world each person
operates as an individual an has all his work o

. Jjudged independene}y~ .

- Tpe'teachet regerds pupils who follow directions
Yell as cooperative and intelligeht. ' .

e list is almost endless. - I have had several experiences

D}

“in which;fﬁo te..h unprepared beginners that such behavidrs muat be

.- . -~ .
reflected upon, I have recorded dozens of their directions given in
the course of a single hour. At the end of the hcur I've askedl
theae beginners, "where did you get the idea that givxng directions'

Like: “Boys line up here, girls over there," or "Those who finish,

put-their heads down," or "Put your name on the left and the date on

[
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the righ£,' af& the way to conduct a clase?'- In every case, thé
baginners have :eqponded with the fact that they never really
thought about the procedutea. or that these were the directions
given to them when they were children in school. Beginners without
preparation are very likely to relive their own recollectxors of

| theirvown school procedures in an unreflective, rituallstic manner.

As bad as the effect of“such common sense teaghmng is for
pupils' learning, it is even more disaatrous for class dxscipline

and class management. The unpxepated beginnex, engaging xn

[

itaalxstic behaviors, soon Iinds himgself in a 31tuation where
pupils are not 1earning as much as they might be-—but all pupils are

somewhat tolerant of this situat;on.‘ Common sense diacipline

’

methods, however, aéon lead to a breakdown of order and a downward

.

cycle is set ;p.mo;ion‘

1

Hbllowing are just a few examples of behayior; which haQ&
been ‘demonstrated by research to be effective. Consider whibh 6nes~
'might be used by unprepaéed'beginpgrgia;mply-following common senge
‘ orareliving’their éwn)schﬁol e*periénggm,

-~Ywith-it-ness" behaviors %
-overlapping behaviors
~-maintaining group focus

~ - -sharing leadership

' -maintaining group morale

" ~developing cooperation
-employing classroom meetinga : ' 0
-role playing .
-prowoting productive group norms
-developing group cohesiveness
~fading
! -extinction .

H
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. =modeling
' -ghaping -
-contingency contracting
-gelf monitoring
~cues A ' ’
-prompts " '
~signals
* -modifying the classroom environment , _
-mild desists - ’ ' : I o
_~administering punishments o
(Weber, Roff, Crawford, Robinson, 1983)

[ ¢ ‘
-§ Q-
_ =time out . ' L ' |
©° _=satiation - - | ( h R
+ 7 =incompatible alternatives , ‘ , - Tt

®

A very few of these teaching behaviors will be

self-discovered (e.g., mild desists and punishments). A few others

may\(or may not) be learned in a liberal studies program'(e.g., role

playing). The overwhelming number of these behaviorial skills,

b

however, will not be learned by neophytes~-or even thought of by

them--unless it is part of a weil~planned, systematically offered

teacher education program. a

-

r

Except for-mild or extreme punic;ments, therefore, there
are few if any which unprepared beginnera can be expected to
utilize. This is not to contend that those who have had teacher
educationucan perfo:m,all'of these'behaviors satisfactorily: the
contention is that students who have been taught these teaching

-

skills, have observed master teachers.perform them, and have ~

practiced them with children/youth, are more likely to use these

-\
practices as beginners--and to be less' likely to lapge back into

common sense/or ritualistic behaviors.
((I B

/There are, of course, other learnings which are also a

o

@ 1
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uital part of a sound professional'program whiqh are not as'amenable
to . reaearch (i.e., concepts), but which may be effectrvely taught |
-and uaed by neophytes without our: ability to prOW» that they are | -
referring to these concepte as they ,each. Teacher education
:currxcula are an analogue to curricula in the lower schools; that

is, since basic skills are more’ readily evaluated than hlghec orders -
- of learning, s‘gils become inordinately important in evaluarlng
'program effects.

‘ . ' , " For many.iteacher education‘brograms serve the valuable
v tunction of helping large numbera of successful graduatea

' self—eelect out. While this is perceived as not guod énough by

4w .

critigs who went the universities to do the failing, it is,

i

nevertholees, a useful but largely unnoticed value of teacher

"educdtion. . After learntng the complexities of*teaching; or being
, a

turned off by conditions in the echools,-or because of other job

R

offers, or for a variety of unknown reasons, large numbers of

e

graduates never seek a teaching position. Fourteen states report

J

" that only half of their fully certified teachers ever enter a

4c1asaroom, (Fe@atritzer, 1984) If this figute is repreaentative,

there is a valuable screening service which teacher educetion
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programs are performing--one which does .not waste the time of

childtgh/yéuth in schools. .
" Summary’ o S

A gteat.(aﬁd_inc;easing) number of children/youth have
~handicapping congitions:'-thsicgg;:emotional, linguistic,

behavioral, cultural, economic, qr]Very likély, combinations of

4

several such cdnditiona, There is no rational basis for connecting .

. success in university liberal studies programs wiih meeting“the

¢ v

complex needs of such special students. » , o N

3 . ) 2 4 - 3

Common senge is an inadequate approach’to‘understanding the.

workings of the qphodi~bureaqcracy. ‘Phphlar éqlutions for improving

teac?ers' performance (even salary increases) must pe'ca:efully

+

-

wbrked through partiéular school séEtings to ensure th;t_their

actual effects will;Be-pdsitivé; " o
Begihning teachers who‘are unprepared, utilize procedures

whicﬁ.refleg%'gheiqaown.scheoling,‘of'which_simply seem sensible.

Many (ifhnot most) of these ritualistic teacher patterns actually .

:Jl

' pﬁeveht‘the egtabliéhment of a positive classroom eﬁvironmen; or o SR
* _pupil learping. There is much experiential and,;ésééréh evidence ;9

‘support zhg contentioh that theateécging behavior of well-edhéated,.
well»intentiongé adulgs'is very ftequentlyﬁcounte: prodgctiye.'”

Teacher education graduates produce substantial numbers of

_ certified'grédugtes wﬂo ngver_qeek teaching .positions. 'This proceés
is‘less harmful than.plaéing begiééérguintq classrooms and having _ o
them screened by’pupiia. M ', : B o '
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" A Final Note | ? /

. The chief obstacie to diagnoainé educational problems is

that the symptons are ftequently far redoved from thexr sources. We

need to search for the most reaeonable connections between problens

L . i, / -

and\tﬂeir causes without being deterred by our.inability to j

!

completely understand all of the intervening factors, or our
lnability to prove that we have accounted for all of the causes 1n

tho‘e long’ chains of events. In this search for connect17ﬂs between
.synptoma and sources, insight whiéh generatea plausibLe e&planations
is our greqtest,allyii the need gor specioue certitude Lr ‘f
persietent enemy¢_7nifficult. inportgnt concitiong whféz we can/only

l- '3

l

partially explain by making plausible arguments should not be
avoided in favor of questxons which can be ahswered with great
certitude, but which contribute little te our understapdxng of
serious proolems. Lo 'f, 3 /
A o

| The next cycle of pressure on.@he public efhools is already
tnking shape. The demands for excellence areﬁpeing mitigdted by the
demanés for-access.and for‘aerving all constituenciea. Dropouts are
increneing and G;E D. examn in lreu of diplomas are;also incréusing
significantly. LIn Wiaconsin, for example, the number of youtq who
do not attend high school and simply earn an equivalency diplo&a via
the examination route, is moving from 1/5 to 1/4 of the total of
high schoo;,q/nquates.) In many localities, the demand for more

vocational prepdration'in high aschool is already exerting greater

pressure than calls for excellence.

L

i
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usual--ctanking out large numbers of teachets from the same oid

_93- _' \

At the same time Schools of hducation will socon begin

-

expanding to meet the demands for new teachets. The combination of

these twc trends could motivate many teqchet.educatOts to simply

~

ignore the pmesentierates ané to retutn o businesshfa

i . i

' "\.

\ ~
The present -

ptograma.

0

.'/’
i
opportunities to improve the achool conditioys undet which teachers

This would indeed be unrortunate.

extreme position thgt teacher education is, a# concept, / ;
worthless. Their criticism of teacher educatﬁou is as it is // :&
practiced in man;.ihstitutions'ané of the gzaéuates from thoé7/' T
programs who are cleerly aubatandard in bafio achievements. ,The .

, /
response to these criticisms id not: for tﬂgcher‘educatOts t? circle

P , ! . /‘

the wagons but to join with tesponsib}e c#iticﬂ and to improve our’ -
l

pro&tams. Few outside critics have béEn as harsh as the /teacher

educators themgelves at thPit annual heetings or in the r own

/

publications.

ey e
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In truth, the great challenge for teacher educators is that

| 2 v

they. are mlddlemen between school practitioners on their %Pft and
arts and science faculty on their Light. The school pracQ1tioners

» ' 7 would eage lyj&;ggg{gggﬂ;ﬁgﬂgﬁg}g ggggher educatioh prograp intogona

. of on~s8iteischool praéticé, while the arts and aclence’facﬁlty would’

l

keep expanding the number of. univeraity courses as the only°road to

_J/j‘ o excellencq. The leadership and ~ontrol OVer teacher education will,

4

a8 .in the past, devolve to those individuals who can nggotiate these~

‘differences and who can reshape teacher’ education progtamn to

. !
. / . .

actually respond to the next cycle of demands on public education. '




. . -95-

- References

v

Asch, S. (1956) "Studies of Independence and Conformity: ~A Minority

of One Against a Unanimous Majority," Psychological
mnogramﬁ; 1956' V. 70' ‘N. 9

Bain, A. (1893) Education as a Science New York: -D. Appleton

-

Bausell, R. B, and Moody, W. B. (1972) "Are Teacher Preparatory
Institutions Necessary?" Phi Delta Kappan. Jan., 1972

Beery, J. R. (1962) Does Professional Preparation Make a Difference?
Jourral of Teacher Education. V. 13

Bigelow, D. N. (1971) The Liberal Arts and Teacher Education--A
Confrontation Lincoln: University of Nebraska Press

' [ ) .

Bledsoe, J. C. (1967) , Cox, J.. Ve, and Burnham, R. Comparison
Between Selected Characteristics and Performance of
Provisionally apd Professionally Certified Beginning

Teachers in Georgia Atlanta: University of Georgia (ERIC
No. ED 015 553) “ :

’

Borg, W. R., Kelley, M. L., Langer, P., and Gall, M. (1970) The Mini

Courses A Micro Teaching Approach to Teacher Education
Beverly Hidl: MacMillan qucationa1~8ervices

Breen, P., Donlon, T., Whitaker, U. (1975) "The Learning and
Assessment of Interpersonal Skills: Guidelines for -

Students® CAEL Working Paper No. 5 Princeton:’
Educational .Testing Service )

Bruner, J. S. (1961) The Process of Education Cambridge: Harvard

University Press

Copley, P. O. (1975) A_Study of the Fffect of Profegsional Education
Courses in Beginning Teachers Springfield: Southwest
Misiiouri State University (ERIC Document ED 198 147)

Cornett;, L. M. (1984) "A Comparison of Teacher Certification Test
Scores and Performance Evaluations for Graduates in Teacher
Bducation and in Arts and Sciences in 'fhree Southern
States," Southern Regional Education Board

37




-9 6~

Corrigan, L. C. (1981)”"Cr¢ating.the Conditions for Professional
° Practice: Education's Unfinished Agenda" Journal of
Teacher Education, v. 32, No. 2

§ barvis, R. V. and Lofquxst, L. H. (1909) Adjustment to Work
v New York: Appleton
' “
deVoss, G., DiBella, R. (1981) Follow-up of the 1979-80 Graduates of .
the -Ohio State Unlversxty s College of Education Teacher
N Certification Program Technical Report #8 Columbus: Ohio
“ State University ED 217030 SP 020289

Educational Testing Service (1982) ‘Teacher Competence National
Accreditation Association for Colleges of Education

Fantini, M.D., Weinstein, G. (1968) The Disadvantaged Challenge to
Education New York: Harper & Row

! Fexstritzer, E. (1984) The Making  of a Teacher: A Report on Teacher
Education and Certification washington: National Center
for Education Information

' ‘/
Forrester, J. W. (1972) Quoted in J. G. Miller, "Living Systems:
The Organization,“ Behavioral Science. V. 17, p. 50 °

Gallup, G. H. (1984) "The’l6th Annual Gallup Poll of the Public 5
Attitudes Toward the Publxc Schools® Phi Delta Kappan
V. 66, N. 1 : , T

Gerlock, D. E. (1964) "aAn ‘Analysis of Administrators' Evaluations of
- Selected Professionally and Provisionally Certified
. Secondary School Teachers" Doctoral Disaertation, Flotida
State University, 1964 (Uniiversity Microfilm No. 65-5580)
Good, T. L. (1981) Research and Teaching Columbxa. University of
' Missouri, NIE Coritract’ o

Graen, G. (1976) "Role Making Process Within Complex Organizations,”
Handbook of Industrial and Organizational Psycholoygy,
. M. D. Dunnette (ed.) Chicagoa Rand McNally, Ch. 27

7/
rray, H. B. (1962) "A Study of .the Outcomes of Preservice Education
Associated with Three Levels of Teacher Certification”
Doctoral Dissertation, Florida State University, 1962.
(University Microfilm No. 63-1814)

35 :




-97-

Haberman, M. (1974) what Teachers Wish They Had Been Taught: A
Follow-up Study of the School of Education Milwaukee:
University of Jisconsin-iMilwaukee ED 096305 SP 008435

Hall, H. O. (1964) “Professional Preparation and Teacher

Effectiveness™ Journal of Teacher Education,. V. 15

Harrison, A. A. (1976) Individuals and Groups Monterey: Brooks/Cole

Qe

Howey, K., ‘Corrigan, D. C., and Haberman, M. (1979) Adult Learning
and Development: Implications for Inservice Teacher '

Edlication Paris: Center for Educational Research and
Innovation. p. 21 '
L 4

Hunt, D. E. (1965) "A Behavioral Model for Assessing Effdctiveness in
) Interpersonal Communications Derived from a Training Lo
Model" Unpublished Report, Syracuse: Syracuse University
A o '
Janis, I. L. (1972) Victims of Groupthink: éhjgychological Study of
Foreign Policy Decisions and Fiascos New York:
Houghton-Mifflin ° ‘

#

Kahn, R. L. et al (1964) Organizational Stress: Studies in Role
' Conflict and Ambiguity New Yorks: Wiley -

Kelley, E. C. (1947) Education for What is Real New York: Harper

Kerchner, C. T. (1984) ‘Shortages and’ Gluts of Public School
: Teachers: There Must Be a Problem Here Somewhere" Public
Administration Review, V. 44, No. 4
P4 .

Koerner, J. D. (1959) ™Basic Education," Education V. 79 -
Locke, E. A. (1976) "Nature and Cause of Job Satisfaction,"™ Handbook
' of Organizational and Industrial Psycholoqy.
(M. D. Dunette, ed.) Chicago: Rand‘McNally

LuPone, 0. J. (1961) A Comparison of Provisionally Certified and
Regularly Certified Elementary School Teachers in Selected
School Districts in New York State Journal of Educational
Regearch. V. 55, N. 2

"Mette, ﬁ. H., Ji. (1971) "A Comparison of Interns, Provisionally

Certified, Uncertified Elementary School Teachers™ Doctoral ©

Disgértation, New York University, J971. ' (University
- Microfilm No. 71-28, 548) .

-




-

4 "'98"

o P
° Meyer, A, E. (1957) An Educational Hlstory of the Amezican People
New York: McGraw-Hill
National Education Association (1894) Report of the Committee of Ten
" on_Secondary Schoo.. New York: American Book Co.
. Passow, A. H. (1984) Reforming Schogls in the 1980's: A Critical,

Review of the Natioral Reports New York' ERIC 3
“Clearinghouse on “Urban Education A

. _ ) _
payne, J. (1885) Science and the Act of Educat;pn Boston:
Educational Publishing

peterson, P. I and Walberg, H. J. eds. (1979) Research on Teaching
Berkeley: McCutchan ? '

o

-

popham, J. W. (1971) “Teaching Skill Under Scrutiny® FPhi Delta
Kappan. . June, 1971

- Raiche, J. J. (ed.) (1984) School Impiovement Minneapolis:
Educational Cooperative Service Unit %

Reths, Je. D.?(1984) Personal correspondence, July 12, 1984
Raths, J. D. (1984) Personal correspondence, July 27, 1984 )

. . Raths, L. E. (1961) "Sociological Knowledge and Needed Curriculum
' Research" Reséarch Frontiers in the Study of Children's

o Learning (J. B, Macdonald ed ) Milwaukee: University of
. Wisconsin-ﬂilwaukee o . 4

o

Raths, L. E. (1964)"Whaﬁ‘is a“Good Teaché;?ﬂ Childhgod Education
= V. XL, No. 9 N,
Rickover, H. G. (1960) “Education in the U.S.S.R. and the U.S.A.,"

Graduate Comment, Wayne State University, III. 3

i

vroom, V. H. and Deci, E. L. (1971) "The Stabilify of Post Decision
Dissonance," Organizational Behavior and Human Performance,
Ch. 6 : B ’

waer, W. A., Roff, L. A., Crawford, J., and Rdbinson, C. (1983)
Classroom Management: Reviews 0f the Teacher Education and
Research Literature Princeton:,6 FEducational 7Testing Service

&




